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The purpose of this quantitative study was to determine if there is a statistically 
significant relationship between the school effectiveness of students in the Business and 
Entrepreneurship Academy and the acquisition by these students of core subject credits 
within the four-year cohort timeline. This study sought to determine: (a) if there is a 
statistically significant relationship between the perception of engagement of students in 
the Business and Entrepreneurship Academy and the acquisition by these students of core 
subject credits within the four-year cohort timeline; (b) if there is a statistically 
significant relationship between the attendance of students in the Business and 
Entrepreneurship Academy and the acquisition by these students of core subject credits 
within the four-year cohort timeline; (c) if there is a statistically significant relationship 
between the results of the core subject Georgia End-of-Course Tests for students in the 
 ii 
Business and Entrepreneurship Academy and the acquisition by these students of core 
subject credits within the four-year cohort timeline; and (d) if there is a statistically 
significant difference between students in the Business and Entrepreneurship Academy 
and students in the other Career Academies (Health and Human Services, Media and Arts 
Communication, and Public Service, Law and Leadership) who acquire core subject 
credits within the four-year cohort timeline on the variables of credit earned, grade 
conversion, attendance, and perception of engagement.  
Spearman correlation coefficients revealed that the average grade earned in the 
End-of-Course Tests was the only variable that was significantly correlated with credits 
earned. Also, the study found a significant difference in the average grade earned in the 
End-of-Course Tests among the five academies at the school examined, with the STEM 
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THE PROBLEM AND ITS COMPONENTS 
 
Introduction 
Metropolitan Atlanta experienced a significant increase in the total population, including 
expansion to suburban Gwinnett County (see Tables 1, 2, 3, and 4; tables were adapted 
from the Atlanta Regional Commission, Atlanta Region Outlook, December, 1999). 
Looking specifically at Gwinnett County, there was a 130% change in population 
between 1970 and 1980 (from 72,349 to 160,808 persons). From 1980 to 1990, the 
population in Gwinnett grew another 113% (from 166,808 to 356,500 persons). By 1999, 
the population in Gwinnett was at 523,900. In total, between 1970 and 1999, Gwinnett 
County had a 624% change in population. As of 2015, the population of Gwinnett County 
was 877,922 (The Brookings Institution Center on Urban and Metropolitan Policy, 2000). 
 
Table 1 
Population of Metropolitan Atlanta 1970-1980 
 1970 1980 Percent Change 
County Population Population 1970 - 1980 
Cherokee 31,059 51,699 66.45 
Clayton 98,126 150,357 53.23 
Cobb 196,793 297,718 51.28 





Table 1 (continued) 
 1970 1980 Percent  Change 
County Population Population 1970 – 1980 
Douglas 28,659 54,573 90.42 
Fayette 11,364 29,043 155.57 
Fulton 605,210 589,904 -2.53 
Gwinnett 72,349 166,808 130.56 
Henry 23,724 36,309 53.05 
Rockdale 18,152 36,747 102.44 
Region 1,500,823 1,896,182 26.34 




Population of Metropolitan Atlanta 1980-1990 
 1980 1990 Percent Change 
County Population Population 1980 - 1990 
Cherokee 51,699 91,000 76.02 
Clayton 150,357 184,100 22.44 
Cobb 297,718 453,400 52.29 
DeKalb 483,024 553,800 14.65 
Douglas 54,573 71,700 31.38 
Fayette 29,043 62,800 116.23 
Fulton 589,904 670,800 13.71 
Gwinnett 166,808 256,500 113.72 
Henry 36,309 59,200 63.04 





Table 2 (continued) 
 1980 1990 Percent Change 
County Population Population 1980 - 1990 
Region 1,896,182 2,557,800 34.89 
City of Atlanta 424,922 415,200 -2.29 
 
Table 3 
Population of Metropolitan Atlanta 1990-1999 
 1990 1999 Percent Change 
County Population Population 1990 - 1999 
Cherokee 91,000 135,400 48.79 
Clayton 184,100 218,600 18.74 
Cobb 453,400 567,800 25.23 
DeKalb 553,800 610,000 10.15 
Douglas 71,700 93,500 30.40 
Fayette 62,800 90,900 44.75 
Fulton 670,800 786,100 17.19 
Gwinnett 256,500 523,900 46.96 
Henry 59,200 110,700 86.99 
Rockdale 54,500 68,000 24.77 
Region 2,557,800 3,204,900 25.30 







Population of Metropolitan Atlanta 1970-1999 
 1970 1999 Percent Change Absolute Change 
County Population Population 1970-1999 1970-1990 
Cherokee 31,059 135,400 104,341 335.94 
Clayton 98,126 218,600 120,474 122.77 
Cobb 196,793 567,800 371,007 188.53 
DeKalb 415,387 610,000 194,613 46.85 
Douglas 28,659 93,500 64,841 226.25 
Fayette 11,364 90,900 79,536 699.89 
Fulton 605,210 786,100 180,890 29.89 
Gwinnett 72,349 523,900 451,551 624.13 
Henry 23,724 110,700 86,976 366.62 
Rockdale 18,152 68,000 49,848 274.61 
Region 1,500,823 3,204,900 1,636,538 113.54 
City of Atlanta 495,039 427,500 -67,539 -13.64 
 
This population boom in the region and county manifested itself into a student 
enrollment of 2,705 at the school that is the focus of this research during the 2010–2011 
school-year. The increase was substantial considering the initial enrollment of 300 
students in 1957. Not only did the total population change, but the demographics of the 
school continued to change (see Tables 5, 6, and 7; tables were adapted from the Public 
School Review (2015). The percentage of African-American and Latino students 
increased between 2010 and 2014, while the percentage of whites declined (U.S. News 






Student Enrollment by Ethnicity and Sociodemographics 
 
School Year 2010-2011 2011-2012 2012-2013 2013-2014 
Total Enrollment   2,705   2,611   2,639   2,356 
American Indian/Alaskan Native 1% 1% 1% 0% 
Asian 2% 3% 3% 3% 
Black/African American 60% 63% 65% 70% 
Hispanic or Latino 11% 11% 11% 12% 
Multiracial, two or more races 8% 6% 4% 3% 
Native Hawaiian/Pacific Islander 0% 0% 0% 0% 
White 18% 16% 15% 13% 
Special Education 12% 12% 12% 12% 
ESOL* 1% 3% 3% 3% 
Free and Reduced Lunch 60% 61% 65% 65% 
 
ESOL = English to Speakers of Other Languages 
 
Table 6 
Student Enrollment by Grade Level 
 
Grade Level 2010-2011 2011-2012 2012-2013 2013-2014 
  9th 805 690 737 745 
10th 643 642 624 647 
11th 371 547 450 471 







Student Attendance and Graduation Rates 
 2009–2010 2010–2011 2011–2012 2012 –2013 
School Attendance (%) 94 95 95 95 
School Graduation Rate (%) 81 69 63 79 
 
Socioeconomically, the school that is the focus of this research has seen an 
increase in the percentage of students who qualify for free and reduced lunch. From an 
academic perspective, the school’s graduation rate declined significantly between 2009 
and 2012, decreasing from 81% to 62% (U.S. News and World Reports, 2016). 
 
Problem Statement 
In a national survey of 16 to 25-year-olds who left high school without 
graduating, 47% of respondents reported they dropped out because their classes were not 
interesting. Two-thirds of those respondents said that they would have engaged more in 
school and tried harder if more had been asked of them through academic standards and 
other demands (Brideland, 2006). 
Across the United States, high school graduates must meet graduation 
requirements to receive a diploma. The state of Georgia also established a metric to 
determine school effectiveness by holding schools responsible for having a cohort of 
ninth grade students take and pass the courses within four years (see Table 8; the table 
was adapted from the Georgia Department of Education, 2015). The percentage of 
students in a cohort of students who start in the ninth grade and graduate in four years 






Georgia High School Graduation Requirements 
Subject Units (1 Unit = 2 Semesters) 
Language Arts 4 Units 
Mathematics 4 Units 
Science 4 Units 
Social Studies 3 Units 
Fine Arts and Modern Languages and/or Tech Education 3 Units 
Health/PE 1 Unit 
Other Electives 4 Units 
Minimum Required  23 Units 
 
Studies across the nation and in particular, the state of Georgia, show there is a 
major challenge with ensuring that students graduate high school (National Research 
Council Committee on Increasing High School Students’ Engagement and Motivation to 
Learn, 2003). When students graduate, the data show that students are not graduating 
within the expected four years based on the cohort model definition (National Research 
Council Committee on Increasing High School Students’ Engagement and Motivation to 
Learn, 2003). 
When a student enters high school, their goal is to leave four years later with the 
knowledge and skills necessary to be successful in college and career (Berliner & Glass, 
2014). Preparing students for life after high school requires a rigorous and engaging 
school-wide curriculum that includes opportunities for accelerated course work 





its alignment to standards for college and career readiness. An engaging curriculum is 
one that provides students with an understanding of its relevance and opportunities to 
apply learning (Alliance for Excellent Education, 2011). In addition to preparing students 
for college and career readiness, a rigorous and engaging curriculum contributes to 
creating a positive school climate for students (Venezia & Jaeger, 2013). Student 
behavior problems and subsequent suspensions can in part be addressed and reduced by 
providing students with course work that is academically rigorous and engaging 
(Toldson, McGee, & Lemmons, 2013). Far too many students from low-income families, 
students of color, students with disabilities, and English Language Learners (ELL) enter 
high schools that are not structured to provide them with a rigorous and engaging 
curriculum. This lack of structure negatively affects the creation of a positive school 
climate and denies these students access to opportunities to gain the knowledge and skills 
necessary for college, a career, and success (Alliance for Excellent Education, 2011). 
Creating a positive school climate requires appropriate and equitable responsive 
practices to school discipline issues.  Students who are engaged in classroom interactions, 
who have a genuine interest in learning, and who are motivated are less likely to be 
bored, inattentive, and disrespectful. In comparison, students who are disengaged are 
more likely to exhibit negative behavior that is reflective of that disengagement (Skinner 
& Belmont, 1993). 
Student academic disengagement has the strongest relationship with disciplinary 
referrals across racial groups (Toldson, McGee, & Lemmons, 2013). Disengaged students 
frequently fail to complete or turn in assignments, do not work up to their potential, are 





aspire to higher educational goals and have lower grades (Kaplan, Peck, & Kaplan, 
1997). Disengagement leads to increased disciplinary referrals and decreased attendance. 
This disengagement also leads to lost instructional time, low student achievement, and 
possible grade retention (Toldson, McGee, & Lemmons, 2013). Academic 
disengagement is detrimental and debilitating, setting off a downward spiral of low self-
esteem, impeded effort, and escalating failure (Farrington, 2012). Students with negative 
mindsets about school or themselves as learners are likely to withdraw from the 
behaviors essential for academic success and to give up easily when they encounter 
setbacks or difficult situations (Farrington, 2012). These conditions are likely to increase 
the chances that students will drop out of school (Toldson, McGee, & Lemmons, 2013). 
Over the last 15 years, evidence suggests that there has been an emphasis on test-
based accountability that contributes to the problem of student disengagement (Darling-
Hammond, 2006). This is due in part to the fact that test-based instruction ignores critical 
real-world skills, narrows the curriculum, and is less useful and engaging overall 
(Darling-Hammond, 2006). While multiple choice standardized tests are easily scored, 
most are not representative of the kinds of complex skills, such as critical thinking and 
problem-solving, that students need to succeed in college and careers (Darling- 
Hammond, 2006). In schools using these lower-quality assessments, rigor and 
engagement are often replaced with a narrow, rote approach to curriculum and 
assessment (Darling-Hammond, 2006). Rather than providing students with different 
learning styles with increased and varied opportunities to demonstrate what they have 
learned, these types of assessments require a minimal demonstration of knowledge. This 





subjects and the low-level assessments used to test those subjects (Plank & Condliffe, 
2013). 
Access to rigorous coursework aligned to standards for college and career 
readiness is associated with higher student achievement. High school graduates 
completing rigorous curriculum have been shown to earn the highest National 
Assessment of Education Progress (NAEP) mathematics and science scores (National 
Center for Education Statistics, 2009a). The average NAEP algebra and geometry scores 
are higher for graduates who completed more rigorous algebra and geometry courses than 
those who took a beginner or intermediate courses (National Center for Education 
Statistics, 2009b). According to the Office of Civil Rights Data Collection (CRDC), only 
50% of the nation’s high schools offer calculus and 62% offer physics, denying a 
significant number of students access to more rigorous mathematics and science courses. 
While 73% of high schools offer their students chemistry, 79% of high schools offer 
algebra II, and more than 80% offer algebra I, geometry, and biology. Student access to 
these courses varies significantly depending on the individual high school and the race of 
the student (Civil Rights Data Collection, 2013). Certain high schools provide less 
opportunity to their students to take rigorous courses when compared with other high 
schools: often students of color have less access than their white peers within the same 
schools. Given the fact that many colleges require advanced course work, some students 
will be limited in their postsecondary options (Civil Rights Data Collection, 2013). 
Access to rigorous course work is further limited in schools that track students. 
Students who are placed on pathways that consist of less rigorous courses are often 





postsecondary education (Venezia & Jaeger, 2013). Confining students to instructional 
tracks that do not have the content needed for students to be academically successful 
codifies low expectations by denying them the instructional content needed to prepare 
them for college and a career (The Equity and Excellence Commission, 2013). With so 
much said about access to rigor, it is also equally important to note that students also 
need to be provided the academic and integrated supports needed to succeed with more 
rigorous course work (Venezia & Jaeger, 2013). If more is expected of students, more 
assistance must be provided to support their achievement (Cookson, 2013). 
To date, almost all states have adopted standards for college and career readiness. 
Successful implementation of these standards requires implementing a curriculum that is 
fully aligned to these standards work (Venezia & Jaeger, 2013). However, according to a 
2009 study, only 14% of white high school graduates completed a rigorous curriculum, 
and for Latino students, approximately 8% completed the rigorous curriculum. For 
African-American students, rigorous curriculum completion is at 6% (National Center for 
Education Statistics, 2009a). 
Another way to view the graduation crisis is through the lens of the dropout data. 
It is ingrained in our culture that high school graduation is a sign of achievement. Beyond 
the disappointment of not wearing a cap and gown or shaking the hand of the principal, 
there is a profound economic impact of students not graduating and dropping out 
(Kearney & Levine, 2016). The share of jobs in the United States economy needing a 
postsecondary degree will increase to 63% in the next decade. This will require 22 
million new employees with postsecondary degrees; at the current pace, the nation will 





The need to graduate more high school students ready for college and a career has never 
been greater.  
 High school graduates earn more than high school dropouts and are also more 
likely to be employed (Alliance for Excellent Education, 2011). This trend holds for 
college graduates as well. The national unemployment rate for four-year graduates is 
4.8%, compared to 9.8% of high school graduates (Alliance for Excellent Education, 
2011). It is clear that the secondary-to-postsecondary pipeline is a vital one for the 
nation’s economic well-being. Graduating students from high school who are ready for 
the challenges that lay ahead is the crucial first step in the process (Alliance for Excellent 
Education, 2011). 
Long-term financial pitfalls are associated with high school dropout (Carnevale, 
Smith, & Strohl, 2010). High school dropouts in California earn a median income of 
$10,000 less than high school graduates, and barely half of what those with some college 
or an associate’s degree earn (Post Secondary Education Commission, 2009). There is 
evidence of a substantial negative impact that dropping out has on the community and the 
state overall. For example, California sustains $46.4 billion in lost wages, crime, and lost 
productivity for dropouts from each graduation cohort (Belfield & Levin, 2007b). For 
each high school graduate, the economic benefit to California’s state and local 
government, taxpayers, citizens, and businesses is estimated to be $392,000 (Belfield & 
Levin, 2007a). If the high school dropout rate in California were reduced by half for just 
a single year, the government savings and social gains would amount to 1.4% of the 





The shortcomings of high schools across the country will be exacerbated by 
increasingly stringent workforce requirements and a changing economy. In California, 11 
of the 15 occupations that are projected to have long-term shortages require education or 
training after high school. These figures are mirrored by national trends. Postsecondary 
options in these cases include not only four-year universities, but a range of opportunities 
such as community college, certification programs, military service, apprenticeships, and 
formal job training. Meanwhile, those with less education are more likely to be 
unemployed or out of the labor force (U.S. Bureau of Labor and Statistics, 2011). 
Shifts in the labor force reflect the changing requirements of the modern 
workplace in California, across the country, and around the globe. The academic 
requirements for successful entry into the workforce are rising. Empirical evidence shows 
a comparable level of academic skills is needed for success in either a workforce training 
program or credit-bearing college courses (American College Testing [ACT], 2006). 
With new skills being demanded of workers, and comparable academic requirements 
coming into focus for college-and-career-bound students, it is clear that all high school 
graduates are expected to be able to produce high-quality work (Meijers, Kuijpers, & 
Gundy, 2013). 
Vocational Education 
Since the early 1900s, Congress has passed legislation with the intent of 
improving prosperity through educational training. In 1917, the Smith-Hughes Act was 
passed for the purpose of improving domestic wage earning capacity, reducing 
unemployment, and protecting national security through the funding of vocational 





In 1968, the Vocational Education Act among other things provided for 
vocational work-study research, training, and demonstration programs related to 
vocational education. In 1984, the Vocational Act expanded its scope to include the 
establishment of programs that would emphasize the acquisition of job skills through 
both vocational and technical education (U. S. Congress, 2007). That same year the Act 
was changed to the Carl Perkins Vocational Education Act. This Congressman from 
Kentucky was chair of the committee on education and labor and worked to produce the 
economic opportunity act of 1964 and head start. In 1990, the Carl D. Perkins Vocational 
and Applied Technology Education Act created the Technical Preparation Program (U.S. 
Congress, 2007). This program was created to coordinate secondary and postsecondary 
vocational education activities into a coherent sequence of courses. The 1998 version of 
the Perkins Act (Perkins III) strengthened accountability through the establishment of 
core indicators of performance. The Act called for sanctions based on states’ failing to 
meet performance levels, and incentive grants to states for exceeding performance levels 
(U.S. Congress, 2007). The 2006 version of the Act, Perkins IV, focused on career and 
technical education. This represents a shift away from vocational education. Under 
Perkins IV, the Act focuses on developing the academic and career and technical skills of 
secondary and postsecondary education students who elect to enroll in the career and 
technical education (CTE) programs, particularly programs that prepare students for 
high-skill, high wage, and high demand occupations in current or emerging professions 
(U.S. Congress, 2007). 
Perkins IV defines career and technical education as organized educational 





rigorous content aligned with challenging academic standards and relevant technical 
knowledge and skills needed to prepare for further education and careers in current or 
emerging professions (U.S. Congress, 2007). Also, the career and technical education is 
designed to provide technical skill proficiency, an industry-recognized credential, a 
certificate, or an associate degree, and may include prerequisite courses (U.S. Congress, 
2007). The Act also defines CTE as educational activities that include competency-based 
applied learning that contributes to the academic knowledge, high-order reasoning, 
problem-solving skills, work attitudes, general employability skills, technical skills, 
occupation-specific skills, and knowledge of all aspects of industry, including 
entrepreneurship (U.S. Congress, 2007). In response to the requirements of the Perkins 
Act, states and school systems around the nation began to develop CTE programs that 
would meet the expectations of the Perkins Act. The intention of the legislation being to 
produce graduates who are college and career ready.  
 
Career Academies 
A career academy is a type of school within a school or small learning community 
that provides a college preparatory curriculum with a career related theme (Stern, Dayton, 
& Raby, 2010). An academy comprises a cluster of students who have been with the 
same teachers for at least two years and who share several classes each year (Stern et al., 
2010). A group of teachers from academic and technical disciplines is scheduled to have 
only or mostly Academy students in their classes. These Academy teachers meet with 
each other on a regular basis and share in decision making related to administrative 





college-preparatory curriculum with a career theme. Academic courses that meet high 
school graduation and college entrance requirements are linked with technical courses 
that focus on the academy’s field work. Career exploration and employability skill 
development take place in the career-technical courses and one or more academic 
courses. Work-based learning opportunities for students match classroom activities to 
internships with local employer partners. College and career counseling inform students 
about options and planning for employment and further education, which may or may not 
be related to the academy career theme (Stern et al., 2010). Academies partner with 
employers and post-secondary education. An advisory group for the academy includes 
representatives from the local employer community and local colleges or universities, as 
well as Academy faculty and administrators from the school and district (Stern et al., 
2010). Advisory group members give advice on curriculum, appear as guest speakers in 
classes, host field trips, supervise student internships, provide financial or in-kind support 
and some serve as mentors for individual students (Stern et al., 2010). 
 
Purpose of the Study 
The purpose of this study was to determine if there is a statistically significant 
relationship between student perception of their engagement in the learning process; the 
perception of the school effect in their learning process; along with the students’ school 
attendance and the acquisition of core credits within the four-year timeline established by 
the state of Georgia for students in the Business and Entrepreneurship Academy of the 
school that is the focus of this research. This study also sought to determine if there is a 





of-Course Tests in the core subject areas and the core credits acquired by students in the 
Business and Entrepreneurship Academy at the school that is the focus of this research 
during the four-year timeline established by the state of Georgia. 
Additionally, this study also sought to determine the impact the Business and 
Entrepreneurship Academy has had on the acquisition of core credits within the four-year 
timeline for students in this academy as compared to the acquisition of core credits by 
students in the other Career Academies at the school that is the focus of this research. To 
this end, the question this research sought to answer is whether there is a significant 
difference in student perception of their engagement in the learning process; the 
perception of the school effect in their learning process; along with the students’ school 
attendance. The research also sought to determine whether there is a significant 
difference in the results from the state of Georgia’s End-of-Course Tests in the core 
subject areas between students in the Business and Entrepreneurship Academy and the 
other academies at the school that is the focus of this research (Health and Human 
Services, Media Arts and Communication, Public Service, Law and Leadership, and 
STEM). 
During the fall of 2013, the district’s leadership and the Southern Regional 
Education Board (SREB) entered into a partnership with the purpose of developing 
Career Academies at several high schools in the district. The plan proposed to use the 
High Schools That Work Model of school reform to convert these four comprehensive 
high schools into career academies. This plan committed SREB to work with the metro 
Atlanta school district toward its goal of raising student achievement by changing school 





1. Planning, creating and implementing the academies’ design; 
2. Planning and creating a ninth-grade design; 
3. Establishing a common framework, language, and data for each Academy 
leadership team; 
4. Preparing teachers and leaders to implement a more personalized, relevant and 
rigorous learning experience for all students; and 
5. Preparing existing and new career/technical teachers to engage students in 
more intellectually demanding assignments that require a mix of academic, 
technical, technology and 21st-century skills to complete. 
These five components came together to create academies that provide students 
connections and relationships with meaningful adults and support services that will help 
engage students in a more rigorous and relevant curriculum. The goal of this educational 
structure is to increase student completion rates and readiness for both further study and 
careers (SREB, 2014). 
In year one the plan outlined a focus on a personalized learning environment with 
each student connected to an adult. This plan set high expectations for students to 
dramatically reduce failure rates and ensure every student gets off to a successful start. In 
these academy high schools, every student has a career and educational focus with the 
entire faculty owning the goal of graduating students’ postsecondary and career ready 
(SREB, 2014). Learning experiences in these academies are designed to be relevant 
where students see a connection between courses and their career goals. Also, students 





The plan called for using career cruising data, employment projection (wages, 
demand, growth), student and parent interests and community business panel input to 
create academies that meet the interests of students and stakeholders in the community 
and provide students with multiple postsecondary options (SREB, 2014). The plan also 
included developing the leadership capacity of the adults involved in the Academy 
(SREB, 2014). The goal of the professional development workshops and coaching was to 
provide school staff with technical assistance for academy development including 
planning, design, timeline implementation support, academy leader support, and principal 
support (SREB, 2014). As it relates specifically to the principal, support was provided in 
regards to educational leadership skills necessary for an Academy. 
High schools chose at least four career pathways, which is a developed program 
of study that blends a coherent sequence of college-ready academic courses and technical 
offerings, within the academies (SREB, 2014). Other design features included assisting 
schools to think about foundational career courses that align to career pathways; specialty 
courses that are unique to a particular career pathway; capstone courses involving senior 
projects; apprenticeship; and early college and organized work site learning (SREB, 
2014). 
Beyond the classroom, this first phase also called for designing a career 
counseling program within each academy that provided guidance and advisement for 
students to choose a career area for deeper exploration (SREB, 2014). Also, the first 
phase called for a coherent sequence of academic and career/technical courses aligned to 
students’ career and educational aspirations with revisions done annually with parent 





becomes a permanent fixture in the students’ life and gets to know the parents (SREB, 
2014). Finally, the first component involved designing work-based learning opportunities 
and experiences within each house. Goals in this part of the phase included students 
having multiple sets of options that provide a sequence of work site visits, job shadowing, 
internships, on-the-job training, and work-based learning experiences for the students’ 
chosen career field of study (SREB, 2014). 
The second component of the plan focused on the creation of ninth grade 
academies with the intent of reducing failure rates, improving achievement, and changing 
how and what students are taught (SREB, 2014). A key step was assigning the best 
teachers to the ninth grade academies who believe students need a successful start in high 
school and exposure to accelerated programs (SREB, 2014). A summer bridge program 
focused on students who need additional math and literacy support and mentoring has 
been made available to ninth graders. Students are also exposed to mathematics and 
literacy skills that are utilized in the school’s various career-based academies (SREB, 
2014). 
In another effort to support ninth graders, catch up courses are provided in 
English/language arts and math if they fall behind during the school year (SREB, 2014). 
Ninth graders are also exposed to transitional language arts and math classes to provide 
basic skills support (SREB, 2014). Beyond academic support, ninth-grade students are 
taught study habits, responsibility, relationships, keys for math study, counseling for 
careers, and closing the attitude gap to promote success in school. This takes place during 





During the second nine weeks, students complete a project using technology, 
math, and literacy (SREB, 2014). The idea is to have the students further explore careers 
in the field by designing projects around typical problems in that career field. During the 
fourth nine weeks, students select the academy they will be a part of for the next three 
years (SREB, 2014). The idea behind this support is for students to develop the skills and 
habits needed for success and to make informed decisions on the academy most linked to 
their career goal. For students who transfer into the high school, the plan called for the 
creation of a fast start program to deliver essential components of the year—ongoing 
transition support is given to ninth graders.  
As part of the third component of the plan, the Southern Regional Education 
Board worked with the district Academy high schools to establish a common framework, 
language, and data for the purpose of student achievement (SREB, 2014). To this end, 
Academies have been encouraged to create a failure is not an option team, ninth-grade 
team, and an interdisciplinary team. The goal for each academy is to leverage these teams 
to fully implement the High Schools That Work framework (SREB, 2014). One aspect of 
this implementation included learning to analyze school data. This aspect of the support 
also included on-site technical assistance such as a report to determine successes and 
challenges for the high schools and provide recommendations to address these challenges 
(SREB, 2014). SREB also reviewed and analyzed the schools’ local improvement plan 
and offers recommendations to improve the quality of teaching and learning and the rigor 
and relevance of students' assignments (SREB, 2014). They also assessed how students 
were connected to the school and identified students who were not well connected 





student’s experiences within each school as it related to academic and technical learning 
and school culture and support (SREB, 2014). 
To address the fourth component, teachers and leaders made literacy and math 
courses more rigorous and relevant for all students through the Literacy and Math Design 
Collaborative (SREB, 2014). This collaborative focuses on making sure students use 
critical thinking skills to engage in text dependent reading and writing in the area of 
literacy. In math, students use critical thinking skills not only to solve math problems but 
also to understand the processes and procedures mathematicians use to understand math 
concepts (SREB, 2014). The professional development included planning for effective 
and engaging units of instruction; using rubrics to evaluate student work products; and 
using protocols to improve the quality of instructional planning (SREB, 2014). The 
academy leaders were also provided with professional development that included how to 
establish effective communication; the establishment of goals and priorities; the analysis 
of tools to determine progress toward academy goals; the development of measuring tools 
that are provided to Academy leaders and the administrative team; the creation of a 
schedule that provided common planning time for academic and career/technical 
teachers; and the development of strategies and tools to effectively work in terms of 
planning and problem solving within the Academy (SREB, 2014). 
Finally, as part of the fifth component, SREB worked to prepare Career/Technical 
Education teachers to engage students in more intellectually demanding assignments 
(SREB, 2014). The goal was to make sure these assignments are a mix of academic, 
technical, technology, and 21st-century skills (SREB, 2014). To build teacher capacity in 





they learned to design interdisciplinary projects. These projects are based on workplace 
scenarios that meet the requirements of business and industry (SREB, 2014). Literacy and 
math standards are embedded into these projects. This support plan represents the array 
of resources that were made available to career academy high schools to support the 
vision of college and career readiness for all students. The follow-up to the plan involved 
site visits to monitor the implementation of the components of the support plan (SREB, 
2014). All of these initiatives contributed to the Academy’s curriculum (see Tables 9 and 
10; Tables adapted from the Georgia Department of Education, 2015).  
 
Table 9 
Business and Entrepreneurship Academy Curriculum (Core Courses) 












12th Grade British Literature, 
or AP English Language & 
Composition, or AP English 
Literature & Composition 















Advanced Math Decision 
Making, or Statistical 
Reasoning, or AP Statistics, 
or Integrated Trigonometry 







Table 9 (continued) 








or AP World 
History 
United States 
History or AP 
US History 
Political Systems and 





Business and Entrepreneurship Academy Curriculum (Pathway Courses) 
Subject 10th Grade 11th Grade 12th Grade 
 Small Business Development  
Pathway 
Introduction to Business 
and Technology 
Financial Management 
– Banking Pathway 
 Marketing & 
Entrepreneurship Pathway 
Introduction to Business 
and Technology 
 
 Entrepreneurship, Work 
Based Learning or Internship 
Banking, Insurance, and 
Investing, Work Based 
Learning or Internship 
Marketing 
Management, Work 
Based Learning or 
Internship 
 Financial Literacy Marketing Principles  






Significance of the Study 
According to the research, a large majority of high school students want to go to 





sophomores expected to earn a bachelor’s degree. In 1999, Public Agenda asked parents, 
“when it comes to your child, do you think a college education is something: (a) 
absolutely necessary to get; (b) something helpful but not necessary; (c) not that 
important.” The results of the survey revealed that 60% of the parents thought that 
college was necessary with only 3% of parents saying it was not that important (Elliot, 
Hanser, & Gilroy, 2002). A 2006 poll conducted by New American Media, found 80% of 
Latino parents and 88% of African-American parents said they expected their children to 
earn a bachelor’s or advanced degree (New American Media, 2006).  
Interestingly enough, college preparation was not the goal of traditional education 
in the United States (Stern, Paik, Weisberg, & Evans, 1988). The first federal funds for 
vocational education explicitly defined vocational education as preparation for 
occupations that did not require a bachelor’s or advanced degree (Smith-Hughes Act, 
1918). This definition led to criticisms by leading social scientists like John Dewey, 
George Counts, and Jeannie Oaks. These scholars made the claim that this law, as read, 
led to inequitable educational tracking. During the 1980s, employers and vocational 
educational advocates began to add their voices to the criticisms. In 1990, Congress 
responded by creating a law that called for the integration of academic and vocational 
education. As of 2006, federal law now defines career and technical education as 
providing coherent and rigorous content aligned with challenging academic standards and 
relevant technical knowledge and skills needed to prepare for further education and 
careers in current or emerging professions (U.S. Congress, 2007). 
A by-product of this change in the vocational law was the launching of High 





mission through HSTW is to prepare students for careers and further education by 
improving curriculum and instruction in high schools (SREB, 2014). One of the 10 key 
practices of HSTW is teaching more students the essential concepts of the college-
preparatory curriculum by encouraging them to apply academic content and skills to real-
world problems and projects. A second key practice is to provide more students access to 
intellectually challenging career-technical studies in high demand fields that emphasize 
higher level mathematics, science, literacy, and problem-solving skills needed in the 
workplace and further education (SREB, 2014). Since the 1980s, research has also shown 
a trend toward a curricular concentration in academics and a significant decrease in the 
focus on vocational education. The data also show an increase in the concentration in 
both academic and vocational education. There was a 12% increase in the number of high 
school graduates who completed an academic and a Career and Technical Education 
(CTE) concentration between 1982 and 2000 (9% in 1982 to 21% in 2000). To support 
the growth of reform models that will improve graduation rates, the United States 
Department of Education created the Smaller Learning Community grant. The 
Department of Education describes the purpose of the grant as a means by which to 
improve student academic achievement (Alliance for Excellent Education, 2011). 
The metro Atlanta school district that is part of this research created academies in 
seven high schools across the district. According to the SREB, the estimated start-up cost 
for the academy initiative in this particular school district is approximately $150,000 per 
school. If this academy model has a positive impact on the graduation rate, then it 
represents a blueprint for improving graduation rates in other high schools like the school 





by the metro Atlanta school district to invest substantial resources in the development of 
academies in seven high schools in the district. Also, principals will be able to leverage 
this research to assess the practices, policies, and procedures that need to be put in place 
to ensure the success of career academies across the district.   
 
Research Questions 
The focus of this study was to determine if there is a statistically significant 
relationship between student perception of their engagement in the learning process; the 
perception of the school effect in their learning process; the students’ school attendance, 
along with the results from the state of Georgia’s End-of-Course Tests in the core subject 
areas and the acquisition of core credits within the four-year timeline established by the 
state of Georgia for students in the Business and Entrepreneurship Academy. 
This study also sought to determine the impact the Business and Entrepreneurship 
Academy has had on the acquisition of core credits within the four-year timeline for 
students in this academy as compared to the acquisition of core credits by students in the 
other Career Academies. The question this research sought to answer is whether there is a 
significant difference in student perception of their engagement in the learning process; 
the perception of the school effect in their learning process; the students’ school 
attendance, along with the results from the state of Georgia’s End-of-Course Tests in the 
core subject areas. The guiding research questions follow.  
RQ1: Is there a statistically significant relationship between the school 





at the school that is the focus of this research and the acquisition by these 
students of core subject credits within the four-year cohort timeline? 
RQ2: Is there a statistically significant relationship between the perception of 
engagement of students in the Business and Entrepreneurship Academy at 
the school that is the focus of this research and the acquisition by these 
students of core subject credits within the four-year cohort timeline? 
RQ3: Is there a statistically significant relationship between the attendance of 
students in the Business and Entrepreneurship Academy at the school that 
is the focus of this research and the acquisition by these students of core 
subject credits within the four-year cohort timeline? 
RQ4: Is there a statistically significant relationship between the results of the 
core subject Georgia End-of-Course Tests for students in the Business and 
Entrepreneurship Academy at the school that is the focus of this research 
and the acquisition by these students of core subject credits within the 
four-year cohort timeline? 
RQ5: Is there a statistically significant difference between students in the 
Business and Entrepreneurship Academy and students in the other Career 
Academies (Health and Human Services, Media and Arts Communication, 
and Public Service, Law and Leadership) who acquire core subject credits 
within the four-year cohort timeline on the variables of credit earned, 








 Since the early 1900s, the United States government has been focused on 
improving prosperity through educational training. To this end, Congress has passed 
legislation such as the Smith-Hughes Act of 1917, the Vocational Act of 1968, and the 
Carl Perkins Vocational Act of 1984 and 1990. Despite the efforts of Congress, data 
show that some students still lack the educational training necessary to prosper. This fact 
is having a negative impact on individual students and the United States economy. To 
turn this economic tide, researchers argue that students must be exposed to rigorous 
coursework that is aligned to standards for college and career readiness. 
 This call to action led Gwinnett County Public Schools to launch a series of career 
academies across seven high schools in the district. One of these high schools is South 
Gwinnett. The study seeks to determine the effectiveness of the career academies by 











Substantial data exists supporting the positive impact that career academies have 
on students’ academic performance in high school, postsecondary success, and 
employment after high school. Between 1981 and 1986, Dorothy Reller (1984) collected 
data on students in two Peninsula Academies in California and individually matched non-
academy and Academy students in each high school. Follow-up surveys were given to 
students 15 and 27 months after graduation. The results from this study showed Academy 
students earned more course credits than non-Academy students (Reller, 1984). The 
dropout rates for Academy students ranged from 2% to 6% (Reller, 1984). While the 
range was 10% to 21% for non-Academy students, 15 months after graduation the post-
secondary enrollment rate was 62% (Reller, 1984). For non-Academy students, the rate 
was 47%. Regarding the expectation to complete a bachelor’s degree, 22% of non-
Academy students established the expectation compared to 55% of Academy students 
who did establish a college attendance expectation (Reller, 1984). However, there was no 
significant difference between the Academy and non-Academy students 27 months after 





Career Academies’ Impact on Students During 
and After High School 
 In 1981, Snyder and McMillan (1987) followed sophomores entering business 
academies in three Philadelphia high schools until graduation. Between 1986 and 1987, 
the graduates were surveyed and compared to random samples of all graduates and all 
business program graduates from the same three high schools. The graduation rate for the 
1981 sophomores from the three business academies was 77% compared to the citywide 
average of 67% for students not in the cohort (Snyder & McMullan, 1987). The study 
showed that 18% of the 1981 cohort of Business Academy graduates indicated the school 
was their main activity compared to 35% of the citywide sample (Snyder & McMullan, 
1987). Fourteen percent of 1981 cohort academy graduates and 43% of the city-wide 
sample intended to obtain bachelor’s degree (Snyder & McMullan, 1987). Finally, the 
cohort graduates were employed for a larger fraction of the time since graduation 
compared to those not in the cohort (Snyder & McMullan, 1987). Sixty-four percent of 
the cohort Academy graduates said work was their main activity in a survey conducted 
after graduation compared to 42% of the city-wide sample (Snyder & McMullan, 1987). 
Between 1985 and 1990, Stern, Dayton, Park, Wesberg, and Evans (1988) 
collected data on students in ten academies funded by the state of California. The 
students in these academies were matched with students in other schools who served as a 
comparison group (Stern et al., 1988). The findings from this study showed Academy 
students performed significantly better than participants in the comparison groups in 
terms of attendance, credits earned, average grades, and the likelihood of staying in 





comparison group did not finish high school compared to 7.3% of the academy students 
(Stern et al., 1988). While the study did not reveal data regarding enrollment in 
postsecondary education, academy graduates worked three more hours per week 
compared to non-Academy students (Stern et al., 1988). However, there was no 
consistent overall difference in hourly earnings between the two groups (Stern et al., 
1988). 
The Academy for Educational Development conducted a follow-up study of the 
Academy of Finance students who graduated from the Academy between 1984 and 1989. 
Regarding postsecondary education, 89% of the Finance Academy graduates said they 
attended a four-year college or university (Stern et al., 2010). Fifty-eight percent of these 
students said they majored in business or finance. Sixty-seven percent of these students 
planned to complete a master’s or doctorate (Stern et al., 2010). 
Hayward and Talmage (1995) reported the findings from a study they conducted 
on ten different programs using vocational education to promote high school success with 
data collected from 1989 to 1992. Two of the sites were career academies. The results 
from the study showed the Academies exhibited better results, improving student’s 
attendance, credits, grades, and the likelihood of completing high school (Hayward & 
Talmadge, 1995). 
  The reorganization of Patterson High School in Baltimore in 1995 which included 
the creation of four career academies for grades 10 -12 led to a study that analyzed data 
from this school from 1993 to 1998. McPartland, Legters, Jordan, and McDill (1996) 
conducted the study and published the results in 1996 and further results in 1998. 





from 71% to 77% compared to a districtwide decline from 73% to 70% in grades 9– 12 
(McPartland et al., 1996). A survey of teachers found an improvement in school climate 
(McPartland et al., 1996). 
Kemple and Snipes (2000) conducted an evaluation of career academies where 
students were randomly assigned to career academies and control groups. The study 
covered ten career academies. The results showed academy students overall earned a 
larger number of course credits and were more likely to have positive developmental 
experiences (Kemple & Snipes, 2000). Among students at schools with a high risk of 
failure, Academy students attended school more regularly, earned more course credits, 
were more likely to participate in extracurricular activities and volunteer projects and 
were less likely to be arrested (Kemple & Snipes, 2000). The dropout rate was reduced 
from 32% in the control group to 21% among the career academy students (Kemple & 
Snipes, 2000). However, eight years after scheduled graduation from high school, more 
than 90% of both academy and control groups had graduated from high school or 
received a General Education Development (GED) certificate (Kemple & Snipes, 2000). 
Half of both groups had completed a postsecondary credential,  and differences between 
Academy and control groups were not significant (Kemple & Snipes, 2000). 
For eight years after the scheduled graduation from high school, academy 
graduates produced sustained earnings that averaged 11% (or $2,088) more per year than 
individuals in the control group (Kemple & Snipes, 2000). There was a $16,704 increase 
in total earnings over the eight years of follow up with the Academy students (Kemple & 
Snipes, 2000). Through a combination of increased wages, hours worked, and 





(17%) per year, or nearly $30,000 over eight years (Kemple & Snipes, 2000). There was 
also an increase in the percentage of Academy students living independently with 
children and a spouse or partner (Kemple & Snipes, 2000). The Academy students were 
also shown to have had a positive experience with marriage and being a custodial parent 
(Kemple & Snipes, 2000). 
From 1991 to 1995, Maxwell and Rubin (2000) analyzed the school records of 
three cohorts of students in grades 10 through 12 in an urban school district. Nine of the 
schools in the district were career academies. District records showed Academy students 
received higher grades (Maxwell & Rubin, 1997). Maxwell and Rubin (2000) conducted 
follow-up surveys and found that these higher grades increased the likelihood of 
graduation. The follow-up survey also found higher grades for Academy students 
increased their probability of going to college (Maxwell & Rubin, 2000). Fifty-two 
percent of Academy students attended a four-year college compared to 36% of non-
Academy students (Maxwell & Rubin, 2000). The results also showed a 92% graduation 
rate for Academy students versus an 82% graduation rate for non-Academy students 
(Maxwell & Rubin, 2000). Analysis of the data from the follow-up survey after 
graduation found no significant differences in wages or hours worked between the 
Academy and non-Academy students (Maxwell & Rubin, 2000). Academy graduates said 
their high school program prepared them well for further education and worked at higher 
rates than non-Academy students (Maxwell & Rubin, 2000). 
Maxwell and Rubin’s (2000) follow-up survey data also found that students who 
attended career academies were more likely to be enrolled in a four-year college or 





greater likelihood of enrolling in a four-year college or university than graduates who 
were not on the Academy track (Maxwell & Rubin, 2000). This is despite the fact 
Academy students had lower average scores on sophomore reading tests and were more 
likely to be English Language Learners than non-Academy students (Maxwell & Rubin, 
2000). 
Between 1990 and 1997, Maxwell (1999) reviewed data on 1,402 high school 
graduates from an urban school district who applied to a local university including 349 
students who graduated from career academies. Among the graduates who attended a 
local university, former Academy students were less likely to need remedial course work 
and more likely to complete a bachelor’s degree (Maxwell, 1999). Maxwell extended the 
study to follow graduates of career academies and other graduates from the same school 
district that enrolled at a nearby university. Maxwell found that the academy graduates 
were more likely to come from high schools with large proportions of low-income 
minority students. After taking this into account, the academy graduates were less likely 
to need remedial coursework at the university, and they were more likely to receive their 
bachelor’s degrees compared to the other graduates from the same district. Maxwell’s 
findings suggested academies help low-income students finish not only high school but 
also college.  
 Nan Maxwell (2001) followed up the research done with Rubin with additional 
research that addressed the question, “Do school-to-work programs, as embodied by 
career academies, facilitate postsecondary education?” The author conceptualized 
postsecondary education as a series of steps through the University and examined the 





from a 4-year University (Maxwell, 2001). Data were drawn from applicant and student 
records at a comprehensive, urban university for all individuals originating from a single 
district's high schools (Maxwell, 2001). The findings suggested students from career 
academies have higher academic achievement upon leaving high school, less need for 
remediation in English at the University, and a 4-percentage-point increase in graduation 
from the university than students who are not from Academies (Maxwell, 2001). The 
findings suggest school-to-work programs could facilitate positive outcomes in 
postsecondary education (Maxwell, 2001). However, the study also found continued high 
rates of remediation and the low rates of graduation, even for students from career 
academics (Maxwell, 2001). This suggested career academies’ influence might not be 
enough to ensure success in postsecondary education (Maxwell, 2001). 
 Stern et al. (2000) proclaimed in their research that after more than three decades 
of development and two decades of evaluation, career academies had been found to be 
effective in improving the performance of students in high school, particularly for 
students at greatest risk. According to the researchers, the number of career academies 
has expanded rapidly because they have been found to be effective and embody ideas 
promoted by several major high school reform movements such as school-to-work 
advocates, the Coalition of Essential Schools, and the small school's movement (Stern et 
al., 2000). 
In follow-up research, Stern et al. (2010) rearticulated their position that career 
academies are effective in improving outcomes for students during and after high school. 
Their claim is based on four decades of development and three decades of evaluation of 





durable and best-tested component of a high school reform strategy to prepare students 
for both college and careers (Stern et al., 2010). 
Elliot, Hanser, and Gilroy (2002) analyzed data from three junior ROTC career 
academies and compared these data with data from other career academies in the same 
school and other schools. The three researchers also compared the data from the three 
junior ROTC career academies and JROTC students not participating in any academy. 
The results of the analysis showed that the students in the three JROTC career academies, 
and for that matter, students in all of the career academies reviewed received higher 
grades, had better attendance, completed more credits and were less likely to drop out 
compared to the students who were not in any Academy (Elliot et al., 2002). 
In the Manpower Demonstration Research Corporation’s (MDRC) random 
assignment study, one of the questions that arose in response to the research regarding 
academies was whether the positive results for academy students might be due to the 
Academy selection process (Kemple & Snipes, 2000). The theory was that if students 
must take the initiative to apply to a career academy, then it is possible that Academy 
students have more motivation, ambition, parental support, or other strengths in 
comparison to non-Academy students (Kemple & Snipes, 2000). The belief was that the 
strengths might have caused some students to apply to a career academy and also made 
them more likely to succeed whether they enrolled in an academy or not (Kemple & 
Snipes, 2000). In response to these questions about strengths and selection, MDRC 
conducted a 10-site study where a list of students who applied to the career academy was 





students that also applied were not admitted. The students who were not admitted were 
the control group. Thus, all students in the MDRC control group showed initiative by 
applying to the academy which meant they had some level of motivation, ambition, or 
other strength. The results of the MDRC evaluation found that Academy students earned 
a larger number of course credits needed for graduation and were more likely to have 
positive developmental experiences (Kemple & Snipes, 2000). The strongest differences 
were found among students at highest risk of school failure (Kemple & Snipes, 2000). 
Among the students at high risk of failure, those in the Academy attended school more 
regularly earned more course credits, were more likely to participate in extracurricular 
activities and volunteer projects and were less likely to be arrested (Kemple & Snipes, 
2000). The dropout rate for high-risk students who were in the academy was reduced by 
32% in the control group. In the non-control group, the dropout rate was 21% (Kemple & 
Snipes, 2000). 
Collection and evaluation of data eight years after the Manpower Demonstration 
Research Corporation research revealed students in both the academy and control groups 
had high rates of high school graduation and completion of post-secondary credentials 
(Kemple & Snipes, 2000). This compared to a national sample of students from similar 
high schools that were not in academies (Kemple & Snipes, 2000). The MDRC study 
ultimately found no significant differences between the academy and control groups in 
high school completion or postsecondary educational attainment (Kemple & Snipes, 
2000). However, the MDRC study found eight years after scheduling graduation 
Academy students had higher earnings (Kemple & Snipes, 2000). Among males, 





Demonstration Research Corporation study also found that academies provided more 
opportunities for career exploration, career technical coursework, and work-based 
learning and it is these features that may have been responsible for the higher earnings of 
Academy students later on (Kemple & Snipes, 2000). 
In conclusion, the Manpower Demonstration Research Corporation study showed 
evidence that career academies improve students’ performance in high school, especially 
for students at great risk of not graduating. The students in the study had significantly 
higher earnings and high levels of postsecondary educational attainment than students in 
the control group who were not exposed to career academies. The random selection of 
students who could go into academies, versus students who were not allowed, shows 
evidence that career academies are one of the more effective high school reform 
strategies. The research also provides the support for designing new policies and 
practices to improve high schools through the academy model. 
Despite the positive results in the areas of graduation and entry into postsecondary 
life, the Manpower Demonstration Research Corporation research also showed that 
career academy seniors did not score higher on standardized tests in mathematics and 
language arts than the control group (Kemple & Snipes, 2000). An evaluation of the first 
10 California Partnership Academies also found that there was no difference between the 
test scores of Academy students and non-academy students (Kemple & Snipes, 2000). 
The MDRC research also led to a question about the impact of human resources 
distribution in a high school. In particular, the research found that there was a random 
selection of teachers within a high school to serve in the academy versus the general high 





teachers were selected to teach in the academy. Therefore it is possible that the difference 
between the performance of academy and non-academy students is due in part to this 
shift in resources from the larger school setting to the academy. 
In 2004, James Kemple published another study on Career Academies. His report 
examined the impact Career Academies had on the educational attainment and post-
secondary labor market experiences of young people through the four years following 
their scheduled graduation from high school. It is based on survey data collected from 
1,458 young people (about 85% of whom were either Hispanic or African American). 
The findings from the study included several things. First, the Career Academies 
substantially improved the labor market prospects of young men, a group that had 
experienced a severe decline in real earnings in recent years (Kemple, 2008). Second, the 
Career Academies served as a viable pathway to a range of postsecondary education 
opportunities (Kemple, 2008). Finally, the findings from the study demonstrated the 
feasibility of improving labor market preparation and successful school-to-work 
transitions without compromising academic goals and preparation for college (Kemple, 
2008). However, the Career Academies had no significant impact (positive or negative) 
on the labor market outcomes for young women. Also, the Career Academies did not 




 Multiple research studies that have been focused on the effectiveness of career 





students. This research supports the success of career academies across multiple states. 
Based on the research, students who are graduates of career academies are more likely to 
graduate, enter college, get a job, and support their families. This success holds true for 
both men and woman who are graduates of career academies. The research compared 
career academy students to non-Academy students. The research also followed career 
academy students across multiple years. Whether compared to other students or measured 











Theoretical Underlining: Academic Achievement, Perception, 
and Engagement 
In his research, Self-Efficacy: Toward a Unifying Theory of Behavioral Change,  
Albert Bandura (1977a) presented an integrative theoretical framework to explain and to 
predict psychological changes achieved by different modes of treatment. He hypothesized 
that expectations of personal efficacy determine whether coping behavior will be 
initiated, how much effort will be expended, and how long it will be sustained in the face 
of obstacles and aversive experiences.  
In Bandura’s (1977a) model, expectations of personal efficacy are derived from 
four principal sources of information: performance accomplishments, vicarious 
experience, verbal persuasion, and physiological states. The theory is based on the 
assumption that psychological procedures serve as means of creating and strengthening 
expectations of personal efficacy. In this conceptual system, expectations of personal 
mastery affect both initiation and persistence of coping behavior. The strength of a 
person’s convictions in their effectiveness is likely to affect whether they will even try to 
cope with given situations. At this initial level, perceived self-efficacy influences choice 
of behavioral settings. An example of how perceived self-efficacy can influence choices 





people will expend and how long they will persist in the face of obstacles and aversive 
experiences. Bandura’s research determined that the stronger the perceived self-efficacy, 
the more active the efforts. 
The first major source, performance accomplishment, is influential because it is 
based on personal mastery experiences. In other words, success raises the level of 
mastery expectations. In contrast, repeated failures lower the level of mastery 
expectations. Bandura (1977) found that this is particularly true if the failure occurs early 
in the experience. As it relates to vicarious experience, Bandura espoused that people do 
not rely on experienced mastery as the sole source of information concerning their level 
of self-efficacy. Self-efficacy is also derived from seeing others perform threatening   
activities without negative sequences. Watching others succeed can generate expectations 
in the observer that they too can achieve mastery of the task if they intensify and persist 
in their efforts (Bandura, 1977a). The third source, verbal persuasion is widely used 
because of its ease and ready availability. Bandura (1977) purported that people are led, 
through suggestion, into believing they can cope successfully with what has 
overwhelmed them in the past. Although social persuasion alone may have definite 
limitations as a means of creating an enduring sense of personal efficacy, people who are 
socially persuaded that they possess the capabilities to master difficult situations and are 
provided with provisional aids for effective action are likely to mobilize greater effort. 
Finally, the theory postulates that stressful and taxing situations impact a person’s 
psychological state. For this reason, the psychological state is another source that can 
affect perceived self-efficacy. People rely partly on their state of physiological arousal in 





usually debilitates performance, individuals are more likely to expect success when they 
are not faced with situations that create this anxiety or vulnerability (Graham & Weiner, 
1996).  
The first implication that arises from Bandura’s (1977b) research and findings 
related to the research being conducted in this study is that teachers do well to take their 
share of responsibility in nurturing the self-efficacy beliefs of their pupils seriously. 
Bandura’s theory holds that these beliefs can have beneficial or destructive influences. As 
children strive to exercise control over their world, their first transactions are mediated by 
adults who can empower them with self-assurance or diminish their fledgling self-beliefs. 
Teachers who provide children with challenging tasks and meaningful activities that can 
be mastered, and who chaperone these efforts with support and encouragement, help 
ensure the development of a robust sense of efficacy. Effective teachers know their 
students' capabilities. They also know that trying very hard and continually failing can 
have a devastating effect on one's confidence. For this reason, they are careful to assign 
work that will indeed be challenging but that they are sure can be accomplished with 
proper effort (Bandura, 1977b). 
Measuring this teacher effect through the lens of student engagement is an 
important way to determine if the teachers in the career academies at the high school that 
is the focus of this research are impacting student efficacy. The student engagement 
instrument (SEI) that is used in the high school measures the impressions that have 
formed into a coherent view of their learning environment. This would include the level 
of academic and social integration a student has in school. It also refers to the educational 





teachers and peers. The questions asked in the student engagement instrument ask 
students to indicate the level of support that they believe they receive from peers and 
family. The instrument also asks students to determine the level of their intrinsic 
motivation. 
Another implication of Bandura’s (1977b) work relative to this study is that 
teachers should pay as much attention to students’ perceptions of competence as they do 
to actual competence, for it is the perceptions that may more accurately influence 
students’ motivation and future academic choices. Assessing students’ self-efficacy 
beliefs can provide teachers with important insights about their pupils’ academic 
motivation, behavior, and future choices. Students who lack confidence in skills they 
possess are less likely to engage in tasks in which those skills are required, and they will 
more quickly give up in the face of difficulty. In such cases, in addition to continued skill 
improvement, schools must work to identify their students’ inaccurate judgments and 
design and implement interventions to challenge them (Pajares, 1996). This implication 
fits tightly into this career academy study’s focus on measuring student perception of 
school effectiveness. The goal of this study is to measure the impressions that students 
have formed into a coherent view of their learning environment. This would include the 
attitudes and beliefs of students about the school work, the school learning environment, 
and their interaction with the school community. 
Another finding from the research on self-efficacy is that students learn from the 
actions of models. Different modeling practices in school can positively affect self-
efficacy beliefs. In addition, when classroom structures are individualized, and 





students are more likely to gauge their academic progress according to their own 
standards rather than compare it to the progress of their classmates. Similarly, classrooms 
that emphasize a mastery goal orientation, which is to say that they emphasize the view 
that learning is an enjoyable activity and should be undertaken for its own sake rather 
than for extrinsic or performance oriented reasons, also have beneficial effects on 
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By definition, career academies were built to create the type of environment 
articulated by these findings. The school that is the focus of this research has articulated 
that features of the career academies include job shadowing, mentoring, and internships. 
These are all examples of modeling. Also, students in these academies are supposed to 
receive individualized instruction through student-centered projects and activities. 
Finally, an example of the academies’ emphasis on mastery goal orientation can be seen 
in the opportunity that students get to invent and market products. Actual implementation 
and achievement of these opportunities will be measured in the career academy research 
through results of the Georgia End of Pathway assessment.  
The theoretical framework for this research focused on the independent variables, 
student perception of their engagement in the learning process, the perception of the 
school effect on their learning process, the students’ school attendance, the results from 
the state of Georgia’s End-of-Course Tests in the core subject areas, and how they are 
related to the dependent variable of the acquisition of core subject credit within the four-
year timeline established by the state of Georgia. The assumption was that student 
enrollment in the Business and Entrepreneurship Career Academy at the school that is the 
focus of this research increases the likelihood of students earning all of their core subject 
credit within the four-year cohort timeline.   
 
Description of the Variables 
Dependent Variable 
Core subject credits refer to the Carnegie units that must be earned in the 





and social studies (3 units). Ideally, these credits are earned based on the timeline 
established by the four-year adjusted cohort graduation rate. A cohort is defined based on 
when a student first becomes a freshman; it is calculated using the number of students 
who graduate within four years. Students must complete a total of 23 Carnegie Units. 
These credits include the core subject credits previously mentioned and credits in career 
technical education/modern language/Latin/fine arts (3 units); health and physical 
education (1 unit); and electives (4 units). 
 
Independent Variables 
Student perception of their engagement refers to the level of academic and 
social integration a student has in school. It also refers to the educational aspirations of 
students and the strength of the relationships that these students have with teachers and 
peers.  
Student perception of the school effect refers to the translation of the 
impressions that students have formed into a coherent view of their learning environment. 
This would include the attitudes and beliefs of students about the school work, the school 
learning environment, and their interaction with the school community. 
Students’ school attendance refers to the number of days a student is in attendance 
in school and class during the calendar year over the four years that they attended the 
school. 
The state of Georgia’s End-of-Course Tests refers to the end-of-course assessments 
administered by the state of Georgia that are aligned to the standards in Language Arts, 





Figure 2 shows the relationship between the independent variables and the 














Figure 2. Diagrammatic representation of the variables in the study. 
 
Research Questions 
The focus of this study was to determine if there is a statistically significant 
relationship between student perception of their engagement in the learning process; the 
perception of the school effect in their learning process; the students’ school attendance, 
along with the results from the state of Georgia’s End-of-Course Tests in the core subject 
areas and the acquisition of core credits within the four-year timeline established by the 
state of Georgia for students in the Business and Entrepreneurship Academy. 
Student perception of their 
engagement on the learning 
process 
 
Student perception of the school 
effect on their learning process 
 
 
The students’ school attendance  
Results from the state of Georgia’s 
End-of-Course Tests in the core 
subject areas 
 







This study also sought to determine the impact the Business and Entrepreneurship 
Academy has had on the acquisition of core credits within the four-year timeline for 
students in this academy as compared to the acquisition of core credits by students in the 
other Career Academies. The question this research sought to answer is whether there is a 
significant difference in student perception of their engagement in the learning process; 
the perception of the school effect in their learning process; the students’ school 
attendance, along with the results from the state of Georgia’s End-of-Course Tests in the 
core subject areas. The guiding research questions follow.  
RQ1: Is there a statistically significant relationship between the school 
effectiveness of students in the Business and Entrepreneurship Academy 
at the school that is the focus of this research and the acquisition by these 
students of core subject credits within the four-year cohort timeline? 
RQ2: Is there a statistically significant relationship between the perception of 
engagement of students in the Business and Entrepreneurship Academy at 
the school that is the focus of this research and the acquisition by these 
students of core subject credits within the four-year cohort timeline? 
RQ3: Is there a statistically significant relationship between the attendance of 
students in the Business and Entrepreneurship Academy at the school that 
is the focus of this research and the acquisition by these students of core 
subject credits within the four-year cohort timeline? 
RQ4: Is there a statistically significant relationship between the results of the 
core subject Georgia End-of-Course Tests for students in the Business and 





and the acquisition by these students of core subject credits within the 
four-year cohort timeline? 
RQ5: Is there a statistically significant difference between students in the 
Business and Entrepreneurship Academy and students in the other Career 
Academies (Health and Human Services, Media and Arts Communication, 
and Public Service, Law and Leadership) who acquire core subject credits 
within the four-year cohort timeline on the variables of credit earned, 
grade conversion, attendance, and perception of student engagement?  
 
Summary 
 The underlining theory that supports this research is Albert Bandura’s (1977a) 
Theory of Self-Efficacy. For Bandura, the strength of a person’s convictions in their own 
effectiveness is likely to affect whether they will even try to cope with given situations. 
The theory is based on the assumption that psychological procedures serve as means of 
creating and strengthening expectations of personal efficacy. There are several 
connections between this research and Bandura’s theory. First, this research sought to 
determine the level of support that students believe they receive from their school. 
Second, the research sought to determine the intrinsic motivation of students. The idea 
was to determine the connection between perceived support and intrinsic motivation and 








The focus of this study was to determine if there is a statistically significant 
relationship between student perception of their engagement on the learning process; the 
perception of the school effect on their learning process; the students’ school attendance, 
along with the results from the state of Georgia’s End-of-Course Tests in the core subject 
areas and the acquisition of core credits within the four-year timeline established by the 
state of Georgia for students in the Business and Entrepreneurship Academy.  
This study also sought to determine the impact the Business and Entrepreneurship 
Academy has had on the acquisition of core credits within the four-year timeline for 
students in this academy as compared to the acquisition of core credits by students in the 
other career academies. The question this research sought to answer is whether there is a 
significant difference in student perception of their engagement in the learning process; 
the perception of the school effect in their learning process; the students’ school 
attendance, along with the results from the state of Georgia’s End-of-Course Tests in the 
core subject areas. 
 
Research Design 
 The following data were collected and analyzed for each senior who matriculated 





academic year: student engagement survey results, school attendance, and core subject 
End-of-Course Test scores. This correlation was conducted using the Spearman 
Correlation (Donald et al., 2010). The correlation test was run comparing the individual  
engagement, the perception of school effectiveness, school attendance, and assessment 
results of each Business and Entrepreneurship class of 2016 student with each of these 
core subject completion records (math, science, social studies, and language arts) (Zhang 
& Creswell, 2013). Completion records for students who did not need remedial support, 
summer school, or credit recovery were considered as having met the expectations for the 
cohort graduation timeline. 
 The hypothesis was that there is a correlation between involvement in the 
Business and Entrepreneurship Academy and higher student engagement, positive student 
perception of school effectiveness, an increase in school attendance, and higher scores on 
the state of Georgia’s End-of-Course Tests in the core subject areas. The result of higher 
performance on these independent variable data meant that these students are more likely 
to earn core subject credits within the four-year timeline established by the cohort model. 
The research also sought to determine if enrollment in the Business and 
Entrepreneurship Career Academy increases the chances of students earning core subject 
credits within the four-year timeline established by the cohort model compared to the 
students who are enrolled in the other four academies at the school that is the focus of 
this research. Data collected to address this part of the dissertation included the school 
district’s engagement survey, school attendance records, results of the End-of-Course 
Tests, and core credits of students who were members of the graduating class of 2016 and 





research. These students’ data were compared to the students who were part of the 
graduating class of 2016 and enrolled in the Business and Entrepreneurship Academy.  
 The data from each individual Business and Entrepreneurship student and the data 
from students from the other academies were processed using an Analysis of Variance 
(ANOVA) (Creswell, 2013). Through the use of the ANOVA, a determination was made 
if there was a difference between the impact of enrollment in the Business and 
Entrepreneurship Academy versus the other academies in the acquisition of core credits 
within the four-year cohort timeline (Cohen, Manion, & Morrison, 2013). The ANOVA 
was used to determine if there was a difference between the levels of student perception 
of their engagement in the learning process; the perception of the school effect in their 
learning process; along with the students’ school attendance; and the results from the 
state of Georgia’s End-of-Course Tests in the core subject areas for 2016 graduates of the 




The population consisted of students at the school that is the focus of this 
research. There was a total of 2,503 students who attended the school at the time of this 
study. All of these students were assigned to each of the five career academies at the 
school that is the focus of this research. Of these students, 494 were members of the 
graduating class of 2016. The sample size consisted of 100% of the 97 students of the 





Academy. This sample size was used to determine if there was a statistically significant 
relationship between the independent variables and dependent variable. 
This study also compared the performance of the students in the Business and 
Entrepreneurship Academy to the performance of the students in the other four 
academies. In order to complete this comparison, all of the seniors, for whom data exists, 
were selected from each of the other academies. The Health Human Services Academy 
had 97 students in the 2016 graduating class who are in the sample. Media Arts and 
Communication had 89 students in the graduating class who are in the sample. Public 
Service, Law, and Leadership had 105 students in the graduating class who are in the 
sample. The Science, Technology, Engineering, and Math Academy had 106 students 
graduate in 2016 who are in the sample. The data from these 397 students from the other 
four academies were compared to the 97 students in the Business and Entrepreneurship 
Career Academy. 
 
Description of Sample Site 
 The metro Atlanta school district’s accountability system for improving schools is 
called the Results Based Evaluation System (RBES). According to the RBES 
accountability report issued in 2015-2016, the school that is the focus of this research 
enrolled approximately 2,503 students. Seventy-two percent of these students were 
black/African American; 10% of the students were white; 11% of the students were 
Hispanic/Latino; 2% of the students were Asian, and 4% were multiracial. Sixty-five 





students enrolled at the school received special education services, and 2% received 
ESOL services (Public Schools Review, 2015). 
 According to the school’s 2015-2106 accountability report, the graduation rate 
was at 85%. Of the students that graduated, 402 reported they planned to attend college 
or postsecondary education. The average Scholastic Aptitude Test (SAT) score was 452 
in critical reading, 448 in math, and 439 in writing for a total of 1,339. The American 
College Testing (ACT) averages for the school that is the focus of this research were as 
follows: 18 in English, 19 in math, 19 in reading, and 19 in science. The average total 
was 19, with an 18 in writing (Public Schools Review, 2015). 
 More than 30 members of the school’s staff had bachelor’s degrees. Sixty staff 
members had a master’s degree, more than 40 staff members had specialist’s degrees, and 
less than 10 had doctoral degrees. Approximately 20 staff members had between 0-5 
years of experience, and over 20 staff members had between 6 and 10 years of 
experience. The majority of the staff members (40) had between 11-15 years of 
experience; almost 30 staff members had between 16-20 years of experience, and just 
over 10 faculty members had between 21-25 years of experience. Finally, almost 20 staff 
members had over 26+  years of experience (Public Schools Review, 2015). 
The Business Administration and Entrepreneurship Academy offers a rigorous 
college preparatory curriculum that includes challenging integrated projects that stimulate 
critical thinking skills with career pathways in Marketing and Management, Small 
Business (Entrepreneurship), and Financial Management. Students take courses in line 
with metro Atlanta school district’s core standards, hands-on learning experiences, 





caring faculty. Students are challenged by a professional workplace atmosphere, high 
expectations, and demanding teachers.  The unique features of the Business 
Administration and Entrepreneurship Academy include a student-run, on-campus 
business; an opportunity to invent and market unique products that solve everyday 
problems; formal development and presentation of small business plans; using creativity 
and business sense to help address community issues; job shadowing, mentoring, and 
internships (Bottoms, 2016).  
The Health and Human Services Academy at the school provides students with a 
rigorous learning community in which they will become college and career ready through 
supportive teachers, district courses, and science electives, hands-on learning activities, 
projects, creative and critical thinking, community outreach, mentoring, clinical 
visits/field trips, and internships with experienced professionals. Students pursue one of 
the three following pathways within the academy: Therapeutic Services, Food Science, 
and Diagnostics (Bottoms, 2016).  
The Media Arts and Communication Academy at the school equip students to be 
competitive in our global society by enhancing communication skills through print, 
audio, visual, and digital media.  Students utilize technology to explore innovative 
communication in their areas of interest.  Pathways include Journalism, Audio/Visual 
Technology and Film, and The Web and Digital Communications (Bottoms, 2016).  
The Public Service Law and Leadership Academy is designed to create 
opportunities that will equip students for lifelong endeavors, public service, and 
leadership; so that they can become agents of change in their school, community, nation, 





ranging from law, law enforcement, civics, leadership, education and public service. 
Classes prepare students for postsecondary education and careers such as attorney-at-law, 
law enforcement/police officers, military personnel, paralegals, local/ state/federal 
government positions, or in a community service agency. The academy also includes 
programs such as Mock Trial, Future Educators Association, and JROTC. Through 
project-based initiatives, interactive student-centered curriculum, field internships, and 
guest speakers, students become proficient as a research analyst and develop critical 
thinking skills (Bottoms, 2016).  
Within the STEM Academy, students experience a rigorous and integrated 
curriculum that is aligned and focused toward preparing students for college and/or a 
career.  The school district’s courses and electives are taught using student-centered 
projects and activities.  STEM will partner with businesses to provide opportunities for 
internships and externships.  Students will pursue one of three pathways within the 
academy:  Biotechnology Research and Development, Computer Programming, or 
Engineering and Technology (Bottoms, 2016). 
 
Description and Testing of the Instrument 
The dependent and independent variables came from a review of the school 
records (see Table 11). These school records included data on student engagement, the 
perception of school effectiveness and attendance. School records were used to review 
the results of the End-of-Course Tests in the core subject areas. The data are maintained 






Data Collection Sources 
Dependent Variable Data Collected 
Core Subject Credits The school that is the focus of this research and the district 
office track the passing grades that students earn and assigns 
credit to students for all classes where students earn a passing 
grade of 70 or higher. The grades and credits earned by the 
students in the school that is the focus of this research were 
transferred from the Office of Research and Evaluation to the 
researcher via data files on a data drive 
Independent Variables Data Collected 
Student Engagement Student engagement survey (SEI) is administered by the 
school district through the Office of Research and Evaluation. 
The results of the engagement survey, for the school that is 
the focus of this research, were transferred from the Office of 
Research and Evaluation to the researcher via data files on a 
data drive. 
Student Perception of School 
Effectiveness 
Student perception survey is captured through the questions 
on the Student Engagement Survey (SEI). The SEI is 
administered by the school districts through the Office of 
Research and Evaluation. The results of the student perception 
survey, for the school that is the focus of this research, were 
transferred from the Office of Research and Evaluation to the 







Table 11 (continued) 
Independent Variables Data Collected 
Attendance Daily attendance is taken by each teacher, for every student, 
in each class, every day of the school year. Student attendance 
is collected through the district’s Attendance, Behavior, and 
Course Participation (ABC) database. The attendance data for 
the school that is the focus of this research were transferred 
from the Office of Research and Evaluation to the researcher 
via data files on a data drive. 
Georgia End-of-Course Tests The results of the Georgia End-of-Course Tests are collected 
by the state and then sent to the school district’s Office of 
Research and Evaluation. The results of the End-of-Course 
Tests, for the school that is the focus of this research, were 
transferred from the Office of Research and Evaluation to the 
researcher via data files on a data drive. 
 
 The Student Engagement Instrument (SEI) is a student self-report questionnaire 
that consists of six subscales measuring two constructs: psychological engagement and 
cognitive engagement. Engagement, as articulated by the designer, consists of four 
subtypes: academic, behavioral, cognitive, and psychological. The student engagement 
instrument was developed to go beyond observable indicators of academic and behavioral 
engagement (time on task, attendance, homework completion) to measure the cognitive 
and psychological aspects of engagement as reported by students (Appleton, Christenson, 





 The test, a written questionnaire, is administered by a member of the faculty. The 
test measures teacher-student relationships, peer support for learning, family support for 
learning. These measures would fall into the category of psychological engagement. As it 
relates to cognitive engagement, the test measures the student’s control and relevance of 
school work, future aspirations, goals and extrinsic motivation. Students register their 
responses on a four-point response scale ranges from strongly disagree to strongly agree. 
Negatively worded items are reversed scored. Scale scores are calculated by summing or 
averaging individual items (Appleton et al., 2006).  
 The validity and reliability of the SEI have been documented by the developers of 
the instrument and other researchers who used it later for large scale studies. Appleton et 
al. (2006) demonstrated the construct validity of the six subscales using a confirmatory 
factor analysis. Betts, Appleton, Reschly, Christenson, and Huebner (2010) confirmed 
evidence of the validity of all subscales except extrinsic motivation. Engagement 
subscales correlate with measures of academic performance and behavior, demonstrating 
criterion-related validity through positive relationships with grade point average and 
reading and math achievement and negative relationships with the frequency of 
suspensions. 
With regard to reliability, Appleton et al. (2006) reported internal consistencies 
(Cronbach’s alphas) of .88 for teacher-student relationships, .80 for control and relevance 
of schoolwork, .82 for peer support for learning, .78 for future aspirations and goals, .76 
for family support for learning, and .72 for extrinsic motivation. Using a 25-item version 
of the instrument across five subscales Reschly, Huebner, Appleton, and Antaramian 





 The EOCT are designed to improve student achievement by assessing student 
performance on the standards specific to each course tested. Student performance on each 
test is provided to schools for diagnostic and remedial use. These results are used to help 
make instruction more effective and to ensure that all Georgia students have access to 
rigorous courses that meet high academic expectations. These results are also used for 
student accountability and to gauge the quality of education in the state. The EOCT are 
the final exams for the courses specified (Georgia Department of Education, 2015). 
Data Collection Procedure 
In order to measure student perception of their engagement in the learning process 
as a determining factor in the acquisition of core subject credit, the mean of the Student 
Engagement Instrument overall mean score of the students in the Business and 
Entrepreneurship Academy was correlated with the average number of core credits 
earned by the Business and Entrepreneurship Academy with the four years. This was 
accomplished using a Spearman’s correlation (Creswell, 2013). Also, the SEI overall 
mean of the students in Business and Entrepreneurship Academy was compared with the 
SEI overall mean score of students in the other career academies using an analysis of 
variance (Creswell, 2013). 
In order to measure the student perception of school effectiveness, as a 
determining factor in the acquisition of core subject credit, the mean score of the 
responses given by students in the Business and Entrepreneurship Academy on the 
Teacher-Student Relationship section of the Student Engagement Initiative are correlated 





Entrepreneurship Academy. This was accomplished using a Spearman’s correlation 
(Creswell, 2013). Also, the Business and Entrepreneurship Academy Teacher Student 
Relationship mean score on the Student Engagement Instrument (SEI) was compared 
with the mean score in the other Academies using an analysis of variance (Creswell, 
2013).  
In order to measure the students’ school attendance, as determining factor in the 
acquisition of core subject credit, the total number of days that the students in the 
Business and Entrepreneurship Academy attend school over the four years was correlated 
with the average number of core credits earned by the Business and Entrepreneurship 
Academy within four years. This was done using a Spearman’s correlation (Creswell, 
2013). Also, the total number of days that the students in the Business and 
Entrepreneurship Academy attended school over four years is compared with the total 
number of days that students in the other Academies attended school over four years. 
This was done using an analysis of variance (Creswell, 2013). 
In order to measure the results of the Georgia End-of-Course Tests in the core 
subject areas, as a determining factor in the acquisition of core subject credit, the test 
results were converted into a grade. The grade conversation mean for the students in the 
Business and Entrepreneurship Academy was correlated with the average number of core 
credits earned by the Business and Entrepreneurship Academy within four years. This 
was done using a Spearman’s correlation (Creswell, 2013). Also, the grade conversion 
mean for students in the Business and Entrepreneurship Academy was compared to the 
grade conversion mean on the EOCT for students in other academies. This was done 





Limitations of the Study 
 Despite the efforts to determine the impact that the Business and Entrepreneurship 
Academy has had on student achievement, this research has several limitations. First, this 
research does not compare the Business and Entrepreneurship Academy model at the 
school that is the focus of this research with the Business and Entrepreneurship 
Academies at other schools in the metro Atlanta school district. An apple-to-apple 
comparison stands the chance of supporting the results of this research (Creswell, 2013). 
While the Business and Entrepreneurship Academy was four years old, the other 
academies that are part of the comparison were only in the second year of existence. This 
gap in existence between the academies might impact the results of the research. 
Compared to other research conducted on career academies, this research had fewer 
students in the population. The research only focused on the graduating class 2016. In 
addition, the research only focused on one school. Increasing the number of students 
involved in the sample size would impact the validity and reliability of the research. 
 While this research looked at the perception and engagement of students, the 
research does not capture the perception and engagement of other key stakeholders such 
as teachers and parents. For example, teacher perception of their capacity to teach the 
academy and state standards had the potential to have a major impact on core credit 
acquisition. In addition, the capacity of parents to be engaged in their students learning is 
a key factor in student achievement. Measuring the perception and engagement of 
teachers and parents is an important gauge of how well the academies are doing. 
 Student behavior is another statistic that is not captured in this research. If a 





Determining whether the academies decrease the number of days of suspension of 
students is an appealing question to answer. In addition, student behavior as measured by 
discipline records can be linked to student perception and engagement. 
 Student readiness for the rigor of high school is a major factor in high school 
success. To this end, this research did not take the opportunity to look at the middle 
school achievement of the academy students. Student pre-high school preparation for the 
skills that are necessary for success in the academy learning is important. Measuring this 
readiness is something that future research should accomplish. 
 No Child Left Behind was created on the premise that certain subgroups were not 
maximizing their academic potential. This research did not focus on the impact of 
academies on these groups of learners. Determining whether academies have an impact 
on the high school success of these groups that traditionally underperform is important. 
 Finally, student self-selection into the academies represents another limitation of 
this study. In other studies focused on the effect of career academies, the school 
determined the academy selection. This allowed for a control group that could be used to 
more effectively assess the Academy effect. Self-selection limits this research because 
student capacity had not been figured in the reason for academic success. For example, 
students and their parents often perceive STEM as more rigorous than other learning 
experiences. This perception could have led to some students and parents deciding to 
self-select the STEM Academy. This perception of more rigor in the STEM Academy 







ANALYSIS OF THE DATA 
 
Introduction  
The focus of this study was to determine if there is a statistically significant 
relationship between student perception of their engagement on the learning process; the 
perception of the school effect on their learning process; the students’ school attendance, 
along with the results from the state of Georgia’s End-of-Course Tests in the core subject 
areas and the acquisition of core credits within the four-year timeline established by the 
state of Georgia for students in the Business and Entrepreneurship Academy at the school 
that is the focus of this research. This study also sought to determine the impact the 
Business and Entrepreneurship Academy has had on the acquisition of core credits within 
the four-year timeline for students in this academy as compared to the acquisition of core 
credits by students in the other career academies at the school that is the focus of this 
research. 
This chapter presents the results of the statistical analysis by discussing first the 
descriptive statistics for the dependent and independent variables examined  and then 
presenting the results of the statistical tests conducted for each research question.  
Research questions 1 through 4 were answered through correlation analysis while the last 





Analysis of Descriptive Statistics 
Table 12 displays enrollment in each of the five career academies at the high 
school examined.  Enrollment was lowest in the Media Arts and Communication 
Academy (N = 89) and highest in the Science, Technology, Engineering, and Math 
(STEM) Academy (N = 106). 
 
Table 12  
Student Enrollment by Academy  
  N Percent 
Bus-Entrepren   97   19.6 
HHS    97   19.6 
MAC   89   18.0 
PSLL 105   21.3 
STEM 106   21.5 
Total 494 100.0 
 
NOTE: Bus-Entrepren – Business and Entrepreneurship Academy; HHS – Health and Human  
Services Academy; MAC – Media Arts and Communications Academy; PSLL – Public Service,  
Law and Leadership Academy; STEM – Science Technology Engineering and Math Academy 
 
Table 13 displays the means and standard deviations for the variables included in 
the study. Student perception of school effectiveness was measured via the Student 
Teacher Relationships section score from the Student Engagement Instrument (SEI) and 
averaged 3.33 on a scale of 1 to 5, with a standard deviation of .89.  The average overall 
Student Engagement Instrument (SEI) score, which assesses students’ perception of their 





Table 13  
Descriptive Statistics for the Dependent and Independent Variables 
  Mean SD N 
2016 TeacherStudentRelationships 3.33 0.89 50 
2016 sei_overall 3.62 0.62 50 
Avg_days_absent_per_yr 8.82 9.49 97 
days_attended_sum 607.88 174.37 97 
GRD_CONVERSION_mean 71.5 9.69 81 
CREDITEARN 25.59 2.65 97 
 
On average, students in the sample were absent about 9 days each year (SD = 9.49 
days) and attended school 607 days during a 4-year period (SD = 174.37).  The average 
score earned by students on the Georgia End-of-Course Tests (EOCT) was 71.5, with a 
standard deviation of 9.69.  Students earned an average of 25.59 core credits during the 
four-year period, with a standard deviation of 2.65. 
 Aside from examining means and standard deviations, the researcher conducted 
an exploratory data analysis to check the normality of the distributions, which is an 
assumption that needs to be met in order to calculate the Pearson correlation coefficient. 
First, box plots (or box and whisker diagrams) were charted for each variable. The 
boxplot is a standardized way of displaying the distribution of data based on the five 
number summary: minimum, first quartile, median, third quartile, and maximum. In 
addition, the researcher looked at histograms and the Q-Q plots for each variable, which 
can signal deviations from the normal distribution. The Q-Q plot, or quantile-quantile 





distribution. It plots the quantiles of the variable of interest against the quantiles of the 
normal distribution. The results of the exploratory data analysis are summarized in 
Appendix A. In addition to the graphs; the researcher conducted a Shapiro-Wilk test of 
normality for each variable. A significant p-value for this test indicates that the variable is 
not distributed normally.  
Table 14 and the charts presented in Appendix A suggest that three variables 
violate the assumption of normality required for the calculation of the Pearson correlation 
coefficient: CREDITEARN, days_attedended_sum, and Avg_days_absent_per_yr.  In 
addition, as evidenced by the boxplots, these variables have multiple outliers, which can 
impact considerably the strength of the correlation. Only when both variables are 
normally distributed, can one use Pearson's correlation coefficient. Otherwise, one should 
use Spearman's rho correlation coefficient.  
 
Table 14  
Results of the Shapiro-Wilk Test of Normality  
Variable Shapiro-Wilk Statistic df  Sig  
CREDITEARN 0.842 97 .000 
GRD_CONVERSION_mean 0.980 81 .232 
days_attended_sum 0.620 97 .000 
Avg_days_absent_per_yr 0.671 97 .000 
2016 sei_overall 0.973 50 .310 






Spearman's correlation coefficient is also more robust to outliers than is Pearson's 
correlation coefficient. Therefore, since the dependent variable is not normally 
distributed, all correlations reported in this study are based on Spearman’s rho.  
The dependent variable, number of core credits earned within a four-year period 
was correlated with each of the independent variables. Table 15 summarizes the 
Spearman correlation coefficients for these relationships. All p values that are lower than 
.05 indicate the presence of a significant relationship.  
 
Table 15 
Correlations between Number of Core Credits Earned and Independent Variables  
Independent Variable Statistic Value 
2016 TeacherStudentRelationships Spearman’s rho -.086 
Sig. (2-tailed) .555 
N 50 
2016 sei_overall Spearman’s rho -.241 
Sig. (2-tailed) .092 
N 50 
Avg_days_absent_per_yr Spearman’s rho -.069 
Sig. (2-tailed) .499 
N 97 
GRD_CONVERSION_mean Spearman’s rho .341** 
Sig. (2-tailed) .002 
N 81 
 





Table 15 shows that student perception of school effectiveness, student perception 
of engagement of engagement of learning, and an average number of days of absence per 
year were weakly and negatively correlated with the number of core credits earned. Also, 
the correlations were not statistically significant. On the other hand, the average 
converted grade obtained on the Georgia End-of-Course Tests in the core subjects was 
positively and significantly correlated with the number of core credits earned.  
 
Data Analysis of Research Questions 
RQ1: Is there a statistically significant relationship between the school 
effectiveness of students in the Business and Entrepreneurship Academy 
at the school that is the focus of this research and the acquisition by these 
students of core subject credits within the four-year cohort timeline? 
In order to measure the student perception of school effectiveness, as a 
determining factor in the acquisition of core subject credit, the scores of the responses 
given by students in the Business and Entrepreneurship Academy on the Teacher-Student 
Relationships (TSR) section of the Student Engagement Instrument were correlated with 
the number of core credits earned by these students in the Business and Entrepreneurship 
Academy. Nine items comprised this subscale (see Table 16). 
As with the other factors/subscales of the SEI, this subscale was scored on a 5-
point scale where high scores indicate a high level of student engagement. The strength 






Table 16  
Items Comprising the Teacher-Student Relationships Subscale  
Item # Item 
  3 My teachers are there for me when I need them. 
  5 Adults at my school listen to the students. 
10 The school's rules are fair. 
13 Most teachers at my school are interested in me as a person, not just a  
 student. 
16 Overall, my teachers are open and honest with me. 
21 Overall, adults at my school treat students fairly. 
22 I enjoy talking to the teachers there.   
27 I feel safe at school. 
31 At my school, teachers care about students.  
 
Table 15 reveals that there was no significant relationship between the students’ 
perception of school effectiveness and the number of earned core credits (rS (48) = -.086, 
p = .555). The lack of a significant relationship between the two variables is visualized in 
the scatterplot included in Appendix B.  
RQ2: Is there a statistically significant relationship between the perception of 
engagement of students in the Business and Entrepreneurship Academy at 
the school that is the focus of this research and the acquisition by these 
students of core subject credits within the four-year cohort timeline? 
In order to measure student perception of their engagement in the learning 





Engagement Instrument overall scores of the students in the Business and 
Entrepreneurship Academy were correlated with the number of core credits they earned 
in the Business and Entrepreneurship Academy within four years. The overall score 
across the six subscales was calculated on a 5-point scale where high scores indicate a 
high level of student engagement. The Spearman rho correlation coefficient is presented 
in Table 15 and indicates that there was no significant relationship between the student 
perceptions of their engagement in the learning process and the number of core subjects 
credits acquired in four years (rS (48) = -.241,  p = .092). The lack of a significant 
relationship between the two variables is visualized in the scatterplot included in 
Appendix B. 
RQ3: Is there a statistically significant relationship between the attendance of 
students in the Business and Entrepreneurship Academy at the school that 
is the focus of this research and the acquisition by these students of core 
subject credits within the four-year cohort timeline? 
In order to measure the students’ school attendance, as determining factor in the 
acquisition of core subject credit, the average number of absences per year for students in 
the Business and Entrepreneurship Academy attended school over the four years was 
correlated with the number of core credits earned by the Business and Entrepreneurship 
Academy within four years. Given that both variables were not normally distributed, the 
Spearman rho coefficient was used to assess the relationship between the two variables. 





of days missed per year and the number of core subject credits earned (rS (95) = -.069, p = 
.499).   
RQ4: Is there a statistically significant relationship between the results of the 
core subject Georgia End-of-Course Tests for students in the Business and 
Entrepreneurship Academy at the school that is the focus of this research 
and the acquisition by these students of core subject credits within the 
four-year cohort timeline? 
In order to measure the results of the Georgia End-of-Course Tests in the core 
subject areas, as a determining factor in the acquisition of core subject credit, the test 
results were converted into a numeric grade. The grade for the students in the Business 
and Entrepreneurship Academy was correlated with the number of core credits earned by 
the Business and Entrepreneurship Academy within four years. The Spearman correlation 
coefficient revealed that there was a statistically significant positive relationship between 
the  average grade on the Georgia End-of-Course Tests and the number of core credits 
earned  (rS (79) = .341, p < .01). However, the scatterplot shown in Appendix B shows a 
weak positive relationship between the two variables.  
RQ5: Is there a statistically significant difference between students in the 
Business and Entrepreneurship Academy and students in the other Career 
Academies (Health and Human Services, Media and Arts Communication, 
and Public Service, Law and Leadership) who acquire core subject credits 
within the four-year cohort timeline on the variables of credit earned, 





The researcher employed a one-way ANOVA test to determine whether there are 
significant differences in the average number of core credits earned between students in 
the Business and Entrepreneurship Academy and students in the other career academies. 
The same test was used to identify significant differences among the academies for 
converted EOCT grade, attendance, and the overall SEI score.  
Table 17 presents the means and standard deviations for the variables of interest 
by academy. A cursory examination of the mean values reveals that there is limited 
variation in the number of core credits earned among the five academies, as all means 
appear to cluster around 26 credits. However, there is some degree of variation among the 
career academies in the converted EOCT grade, with lowest values for the Business 
Entrepreneurship Academy (M = 71.60, SD = 9.69) and highest values for the Science, 
Technology, Engineering, and Math Academy (M = 78.93, SD = 9.07). Similarly, the 
table reveals differences in attendance among the career academies, with students in the 
Business Entrepreneurship Academy averaging the lowest number of days of attendance 
over the 4-year period (M = 607.88, SD=174.37) and students in the Media Arts and 
Communication Academy reporting the highest attendance (M = 656.85, SD = 112.78). 
Lastly, there was little variation in the average overall SEI scores, with the lowest mean 
obtained by students in the Media Arts and Communication Academy (M = 3.39, SD = 
.54) and the highest mean in the Science, Technology, Engineering, and Math Academy 






Descriptive Statistics by Academy  
  Academy N Mean SD 
CREDITEARN 1 97 25.59 2.65 
 2 97 26.18 1.65 
 3 89 26.11 1.75 
 4 105 25.91 2.05 
 5 106 26.13 1.74 
 Total 494 25.98 2.00 
GRD_CONVERSION_mean 1 81 71.50 9.69 
 2 85 72.54 9.07 
 3 80 75.53 7.73 
 4 88 73.51 8.56 
 5 93 78.93 9.07 
 Total 427 74.49 9.21 
days_attended_sum 1 97 607.88 174.37 
 2 97 640.85 121.97 
 3 89 656.85 112.78 
 4 105 626.05 131.52 
 5 106 636.69 116.20 
 Total 494 633.22 133.66 
2016-sei_overall 1 50 3.62 0.62 







Table 17 (continued) 
  Academy N Mean SD 
 3 43 3.39 0.54 
 4 46 3.66 0.63 
 5 39 3.67 0.55 
  Total 221 3.60 0.57 
 
NOTE: 1 = Business Entrepreneurship Academy; 2 = Health and Human Services Academy; 3 = Media 
Arts and Communication; 4= Public Service, Law, and Leadership; 5= Science Technology Engineering 
and Math 
 
In preparation for the ANOVA tests, the researcher conducted a Levene test for 
each variable to check the assumption that the variances within the five academies are 
equal.  As Table 18 reveals, the Levene’s statistic was not significant for the following 
variables: CREDITEARN (F(4, 489) =2.35, p = .054), GRD_CONVERSION_mean 
(F(4,422) =1.57, p=.180) and 2016 sei_overall (F(4,216)=1.01, p = .405). Thus, the 
assumption of homogeneity of variance was met for these three variables. 
 
Table 18 
Results of the Levene Test for Homogeneity of Variance  
  Levene Statistic df1 df2 p 
CREDITEARN 2.34 4 489 .054 
GRD_CONVERSION_mean 1.57 4 422 .180 
days_attended_sum       5.59*** 4 489 .000 
2016 sei_overall 1.01 4 216 .405 
 





The Levene’s test was significant for days_attended_sum, F(4,489)= 5.59, p < 
.001, indicating that the assumption of homogeneity of variance was violated for this 
variable. Therefore, the researcher used the Welch F-statistic, which is an adjusted F test, 
in order to examine significant differences among academies in the average number of 
days attended.  
The results of the omnibus F test for each ANOVA analysis are presented in 
Table 19 and indicate that there are statistically significant differences among the five 
career academies in the average converted EOCT grade (F(4,422)=.9.75, p < .001).  
However, no significant difference could be established for the following variables:  
number of core credits earned (F(4,489) = 5.65, p =.229), attendance (F(4,489) = 1.75, p 
=.138), and overall SEI score (F(4,216) = 1.91, p =.110). 
 
Table 19 
Omnibus F Test Results  
  Sum of  Mean   
  Squares df Square F p 
CREDITEARN Between Groups 22.62 4 5.65 1.41 .229 
 Within Groups 1959.94 489 4.01   
 Total 1982.56 493    
GRD_CONVERSION_mean* Between Groups 3054.65 4 763.66 9.75 .000 
 Within Groups 33070.65 422 78.37   
 Total 36125.29 426    
days_attended_sum Between Groups 124332.60 4 30183.2 1.75 .138 
 Within Groups 8682855.80 489 17756.4   






Table 19 (continued) 
  Sum of  Mean   
  Squares df Square F p 
2016sei_overall Between Groups 2.46 4 0.61 1.91 .110 
 Within Groups 69.38 216 0.32   
  Total 71.83 220       
 
*Welch’s F(426)= 9.75, p = .000 
 
Since the omnibus F test did not yield significant results for all variables of 
interest, posthoc comparisons tests were conducted only for the average EOCT grade in 
order to determine which pairs of academies differ significantly on this variable. The 
researcher chose Tukey HSD as the statistical method for posthoc comparisons. Tukey 
HSD, or Tukey’s honest difference test, compares all possible pairs of means and is based 
on the range distribution, which is similar to the distribution of t from the t-test. Tukey's 
test compares the means of every treatment to the means of every other treatment; that is, 
it applies simultaneously to the set of all pairwise comparisons and identifies any 
difference between two means that is greater than the expected standard error.  
Table 20 summarizes the results of the Tukey HSD test conducted for the EOCT 











Tukey HSD Test Results for the EOCT Converted Grade  
(I) (J) (I-J)   
Academy Academy Mean Difference Std. Error p 
1 2 -1.04 1.37 0.943 
 3   -4.04* 1.40 0.033 
 4 -2.01 1.36 0.580 
 5   -7.43* 1.34 0.000 
2 1  1.04 1.37 0.943 
 3 -2.99 1.38 0.192 
 4 -0.97 1.35 0.952 
 5   -6.39* 1.33 0.000 
3 1    4.04* 1.40 0.033 
 2  2.99 1.38 0.192 
 4  2.02 1.37 0.576 
 5  -3.4 1.35 0.089 
4 1  2.01 1.36 0.580 
 2  0.97 1.35 0.952 
 3 -2.03 1.37 0.576 
 5    5.42* 1.32 0.000 
5 1    7.43* 1.34 0.000 
 2    6.39* 1.33 0.000 
 3  3.40 1.35 0.089 
 4    5.42* 1.32 0.000 
 
*The mean difference is significant at the .05 level 
NOTE: 1 = Business Entrepreneurship Academy; 2 = Health and Human Services Academy; 3 = Media 






The results of the Tukey HSD test indicate the following significant differences 
between academies: 
• Students in the Science, Technology, Engineering, and Math Academy 
received a higher average grade on the EOCT tests than students in the 
Business Entrepreneurship Academy (M5 - M1 = 7.43, p <.001), the Health and 
Human Services Academy (M5 - M2 = 6.39, p <.001), and the Public Service, 
Law, and Leadership Academy (M5 - M4=5.42, p < .001);  
• Students in the Media Arts and Communication, and Science Technology 
Engineering and Math Academies received a significantly higher average 
grade on the EOCT tests than students in the Business Entrepreneurship 
Academy (M3 - M1 = 4.04, p < .05).  
The differences in the means can be observed better in the ANOVA plot for the EOCT 








Figure 3. Average EOCT Grade by Academy  
NOTE: 1 = Business Entrepreneurship Academy; 2 = Health and Human Services Academy; 3 = Media 






 In addition, the Homogenous Subsets table generated in SPSS provides an 
alternative way of computing and displaying the post hoc tests, and is considered more 
appropriate when group sizes are different (see Table 21).  Groups listed in the same 
subset are not significantly different. Therefore, the average converted EOCT grades of 
students in the Business Entrepreneurship Academy, the Health and Human Services 
Academy, and the Public Service, Law, and Leadership Academy are not significantly 
different.   
 
Table 21 
Post-Hoc Comparisons for Grades: Homogenous Subsets  
  Subset for alpha=.05 
Academy N 1 2 3 
1 81 71.50   
2 85 72.54 72.54  
4 88 73.51 73.51  
3 80  75.53 75.53 
5 93   78.93 
Sig.  0.575 0.179 0.092 
 
NOTE: 1 = Business Entrepreneurship Academy; 2 = Health and Human Services Academy; 3 = Media 
Arts and Communication; 4= Public Service, Law, and Leadership; 5= Science Technology Engineering 
and Math. 
 
The converted EOCT grades of students in the Health and Human Services 
Academy, the Media Arts and Communication Academy, and the Public Service, Law, 





grades of students in the Media Arts and Communication Academy and the Science, 
Technology, Engineering, and Math Academy are not significantly different. 
 
Summary 
This chapter presented the results of the statistical analysis conducted for each of 
the five research questions explored by the present study. The data collected were derived 
from the Student Engagement Instrument (SEI) and other school records marinated by the 
Gwinnett School District Office of Research and Evaluation, including results of the End- 
of-Course Tests in the core subject areas, attendance, and core credits earned. 
Regarding RQ1 to RQ4, the Spearman correlation coefficients indicate that there 
was only one independent variable that was significantly correlated with the dependent 
variable. The average converted grade obtained on the Georgia End-of-Course Tests in 
the core subjects was positively related to the number of core credits earned. The latter 
was not significantly related to the SEI overall score, the SEI Teacher-Student 
Relationship Subscale, or the average number of days of absence per year.  
For RQ5, the ANOVA results suggest that there is a significant difference in the 
average converted EOCT grade among the five career academies studied. Specifically, 
students in the Science, Technology, Engineering, and Math Academy received a higher 
average grade on the EOCT tests than students in Business Entrepreneurship Academy, 
the Health and Human Services Academy, and the Public Service, Law, and Leadership 
Academy.  In addition, students in the Media Arts and Communication, and Science 
Technology Engineering and Math Academies received a significantly higher average 





 Despite the lower academic performance on the EOCT tests, students in the 
Business Entrepreneurship Academy did not differ significantly from their peers in the 
other academies in terms of perceptions of school effectiveness, perceptions of 







FINDINGS, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS 
 
Introduction 
The focus of this study was to determine if there is a statistically significant 
relationship between student perception of their engagement on the learning process; the 
perception of the school effect on their learning process; the students’ school attendance, 
along with the results from the state of Georgia’s End-of-Course Tests in the core subject 
areas and the acquisition of core credits within the four-year timeline established by the 
state of Georgia for students in the Business and Entrepreneurship Academy at the school 
that is the focus of this research. This study also sought to determine the impact the 
Business and Entrepreneurship Academy has had on the acquisition of core credits within 
the four-year timeline for students in this academy as compared to the acquisition of core 
credits by students in the other career academies at the school that is the focus of this 
research. 
Analysis of the data revealed that most of the independent variables did not have a 
significant relationship to credits earned among the surveyed population at the high 
school being examined. Spearman correlation coefficients revealed that the average grade 
earned in the End-of-Course Tests was the only variable that was significantly correlated 





earned in the End-of-Course Tests among the five academies at the school examined, 
with the STEM academy students receiving the highest scores among the five academies.  
This chapter presents the major findings established by the correlational analysis 
and the one-way ANOVA. Recommendations for future research are suggested in order 
to gain more insight into the link between student engagement and on-time graduation. 
Implications for the school district and conclusions are presented based on the findings.  
 
Discussion of the Findings 
Five research questions guided the present study and the findings for each are 
discussed below in relation to past studies that evaluated the success of career academies. 
One should note that, compared to other studies, which tend to employ large samples 
across multiple schools, this study focused on a relatively small sample within one high 
school.   
RQ1: Is there a statistically significant relationship between student perception 
of their engagement in the learning process of students in the Business and 
Entrepreneurship Academy and the acquisition by these students of core 
subject credits within the four-year cohort timeline?   
In order to answer this research question, students’ scores on the Teacher-Student 
Relationship subscale of the Student Engagement Instrument (SEI) were correlated with 
the number of core subject credits earned by students in the Business and 
Entrepreneurship Academy. Based on the results of the Spearman’s correlation 





Relationships (TSR) score and the number of earned core credits (rS (48) = -.086,  p = 
.555).   
This finding for the Business Academy students does not corroborate the results 
obtained from a larger population by Appleton et al. (2006) who found that the SEI 
subscales were correlated as expected with variables such as GPA, behavioral incidents, 
and student achievement. In addition, this result does not agree with the research of 
Lovelace, Reschly, Appleton, and Lutz (2014) who used a middle school sample (N = 
35,900), to assess the concurrent validity for the SEI through analyses of group 
differences in SEI scores across student subgroups expected to differ in cognitive and 
affective engagement levels: behaviorally disengaged versus non-disengaged, high-risk 
versus low-risk disability status, and high versus low academic achievement. The authors 
determined the predictive validity of SEI scores for on-time graduation and dropout rates 
in a large cohort of first-time ninth graders (N = 11,588).  
RQ2: Is there a statistically significant relationship between the student 
perception of the school effect in their learning process of students in the 
Business and Entrepreneurship Academy and the acquisition by these 
students of core subject credits within the four-year cohort timeline? 
In order to measure student perception of their engagement in the learning 
process, as a determining factor in the acquisition of core subject credit, the Student 
Engagement Instrument overall scores of the students in the Business and 
Entrepreneurship Academy were correlated with the number of core credits they earned 





correlation coefficient indicated that there was no significant relationship between the 
student perceptions of student engagement in the learning process and the number of core 
credits earned in four years (rS (48) = -.241, p = -2). 
This result is not in agreement with the findings of Lovelace et al. (2014) who 
established that nearly all SEI factors demonstrated directionally consistent associations 
with each criterion, including considerable long-term predictive associations with both 
dropout and on-time graduation rates. The study conducted by Lovelace et al. (2014) 
used a large cohort of first-time ninth graders (N = 11,588).  
RQ3: Is there a statistically significant relationship between the students’ school 
attendance in the Business and Entrepreneurship Academy and the 
acquisition by these students of core subject credits within the four-year 
cohort timeline? 
As with the previous research questions, because the average number of days of 
absence and the number of credits earned were not normally distributed, the researcher 
measured the correlation between the two variables through the Spearman rho. There was 
no significant relationship between the average number of school days missed per the 
year, and the number of core credits earned (rS (95) = -.069, n = 97, p =.499).   
The lack of a relationship between absenteeism and credits earned does not 
corroborate the results of Barge (2012) who found a strong relationship between 
attendance in grades 8, 9, and 10 and graduation rates for students in the state of Georgia, 
after controlling for student demographics. That study showed that moving from missing 





in graduation rates. Moving from missing 6 to 10 days to missing 11 to 14 days resulted 
in 11 to 14 point declines in graduation rates (Barge 2012). 
RQ4: Is there a statistically significant relationship between the results from the 
state of Georgia’s End-of-Course Tests in the core subject areas for 
students in the Business and Entrepreneurship Academy and the 
acquisition by these students of core subject credits within the four-year 
cohort timeline? 
In order to measure the results of the Georgia End-of-Course Tests in the core 
subject areas, as a determining factor in the acquisition of core subject credit, the test 
results were converted into a numeric grade. The grade for the students in the Business 
and Entrepreneurship Academy was correlated with the number of core subject credits 
earned by the Business and Entrepreneurship Academy within four years. The Spearman 
correlation coefficient revealed that there was a statistically significant positive 
relationship between the average scores obtained on the Georgia End-of-Course Tests 
and the number of core subject credits earned  (rS (79) = .341, p < .01). 
These findings corroborate the results of Maxwell and Rubin (2000) who 
conducted follow-up surveys and found that higher grades for students in career 
academies increased the likelihood of high school graduation. Maxwell and Rubin 
analyzed the school records of three cohorts of students in grades 10 through 12 in an 
urban school district. Nine of the schools in the district were career academies. District 






RQ5: Is there a significant difference in the acquisition of core subject credits 
within the four-year cohort timeline between students in the Business and 
Entrepreneurship Academy and students in the other career academies 
(Health and Human Services, Media and Arts Communication, and Public 
Service,  Law and Leadership) based on student perception of their 
engagement in the learning process, student perception of the school effect 
in their learning process, students’ school attendance, the state of 
Georgia’s End-of-Course Tests in the core subject areas? 
The researcher employed a one-way ANOVA test to determine whether there are 
significant differences in the average number of core subject credits earned between 
students in the Business and Entrepreneurship Academy and students in the other career 
academies. The same test was used to identify significant differences among the 
academies for converted EOCT grade, total days of attendance, and the overall SEI score.  
There was no statistically significant difference among the academies for the 
following variables: number of core subject credits earned, total school days attended, 
and the SEI overall score. However, the ANOVA results suggested that there was a 
significant difference in the average EOCT grade earned among the five career academies 
studied. Specifically, students in the Science, Technology, Engineering, and Math 
Academy received a higher average grade on the EOCT tests than students in Business 
Entrepreneurship Academy, the Health and Human Services Academy, and the Public 
Service, Law, and Leadership Academy. Additionally, students in the Health and Human 
Services Academy received a higher average grade on the EOCT tests than students in 





These findings are in line with the results of Means, Wang, Young, Peters, and 
Lynch (2016) who analyzed student outcome data from North Carolina administrative 
records and found a positive impact of inclusive STEM high school attendance on grade 
point average (GPA).  
Implications 
The metro Atlanta school district that is part of this research launched academies 
in seven high schools across the district. This initiative will cost the district over a half a 
million dollars in investments per school annually.  Data from the first graduating class of 
the Business and Entrepreneurship Academy indicate that students’ perceptions of their 
engagement in the learning process do not correlate with earned core subject credits, 
which is a proxy of in-time graduation in this study. Other factors that do not seem to 
affect the number of credits earned are students’ perceptions of the school effect in their 
learning process and students’ school attendance. The only factor that had a significant 
impact on the earned core subject credits for the 2016 graduates of the Business and 
Entrepreneurship is the average score on the state of Georgia’s End-of-Course Tests in 
the core subject areas. 
These findings, along with the findings from the ANOVA analysis, present 
several implications for the school district leaders as they consider investing substantial 
resources in the development of academies in other high schools across the district:  
1. The district should consider creating more STEM academies across the 
district. This requires investing additional resources into STEM teaching in 





across the state’s postsecondary education institutions and the state’s labor 
market.  
2. The school district should explore differences in student engagement between 
academies and the rest of the high school via the SEI instrument.   
3. These findings provide an opportunity for school-based leaders to improve the 
efficacy of the Academy model through a more strategic use of the SEI data.  
4. School leaders must study engagement data throughout student’s 
matriculation and use the data to determine the most effective supports 
necessary for students to be engaged at a high level.  
5. An analysis of the SEI data for each student in the academy should be part of 
the discussion right alongside current grades, attendance, and behavior.  
6. The SEI data should also guide counseling sessions with the students and their 
parents. 
7. Each year the school district SEI should be reviewed by district level leaders 
and school-based leaders at district-wide meetings with an expectation for 
improvement of the SEI results. No such opportunity is afforded to the results 
of the student engagement data. 
 
Recommendations for Further Research 
Based on the limitations of the present study, more studies are needed to 
investigate the relationship between student engagement, student behavior, and in-time 






1. Large scale studies need to compare career academies to control groups on 
key high school outcomes, such as attendance, credits earned, average grade, 
graduation rates, and dropout rates. The present study did not have a control 
group. Although there are several studies that have used control groups (Stern 
et al., 1988; Hayward & Talmage, 1995; McPartland et al., 1996; Kemple & 
Snipes, 2000; Maxwell & Rubin, 2000), limited research exists for the career 
academies recently launched in Georgia. Moreover, studies should capture 
success in the earlier stages of student enrollment, starting with the 9th-grade 
cohorts, in order to assess the impact of academies on drop-out rates.  This 
study tracked high school seniors only.  
2. Longitudinal studies should also examine the outcomes of academies beyond 
high school, to include metrics such as postsecondary enrollment, academic 
success in college, and participation in college remedial courses, college 
graduation rates, and earnings. There are only a few studies that have focused 
on these outcomes; however, none of them included samples from the career 
academies in Georgia’s high schools (Reller, 1984; Kemple & Snipes, 2000; 
Maxwell & Rubin, 2000; Stern et al., 2010). 
3. In addition, further research should investigate the impact of academies 
separately for subgroups of students, including male and female students, 
minorities, low-income students, students with learning disabilities, and ESL 
students. As Kemple (2004) demonstrated, academies have no significant 





More research on special groups of students is needed, especially using 
samples from the career academies across Georgia’s high schools. 
4. Further studies should also be conducted in order to determine the benefit 
versus the cost of career academies. Gwinnett County Public Schools 
currently does not provide information relative to such an analysis. 
5. Lastly, a larger scale and longitudinal study exploring the SEI with career 
academy students is needed, particularly in examining how the different 
subscales of the SEI instrument are related to in-time graduation and post-
graduation outcomes. Longitudinal data and a larger sample size may better 
position future researchers to explore the subscales of the SEI with academy 
students. Given that engagement has been linked in other studies to in-time 
graduation, although that connection was not found significant in this study, a 
better understanding of the linkages between these constructs may lead to 
career academies that can significantly improve in-time graduation. In 
particular, exploring the components of affective engagement such as 
Teacher–Student Relationships and designing effective student interventions 
may be beneficial.  
 
Conclusions 
The Student Engagement Instrument (SEI) was developed by Appleton et al. 
(2006) to go beyond observable indicators of academic and behavioral engagement (time 
on task, attendance, homework completion) to measure the cognitive and psychological 





students are at school and with learning and include students’ perceptions of the quality 
of their relationships with teachers, peers, and family, as well as their perceptions of 
school work and future educational goals.  
Its main creator has used the instrument in Gwinnett County Public Schools to 
provide information to advisors that may supplement existing knowledge about students’ 
achievement. In addition to use by its developer, the instrument has been employed in 
several research studies outside Georgia to investigate engagement in school (Reschly et 
al., 2008). The survey continues to be used by the school district because it is related to 
important outcomes such as on-time graduation and post-secondary success. 
Although student engagement has been linked by other studies to important 
outcomes such as on-time graduation and postsecondary success, this study could not 
establish a relationship between engagement and on-time graduation (as measured by 
earned core subject credits) for the 2016 graduating seniors in the Business and 
Entrepreneurship. This might be due in part to the fact that the researcher worked with a 
relatively small sample (n = 97); outliers can exert a larger influence on the magnitude of 
the relationship between two variables in small samples than in large samples. The Same 
caution should be exercised regarding the findings related to the SEI Teacher-Student 
subscale. Therefore, additional research is needed in the school district that involves 
larger samples across multiple academies before drawing a conclusion about the link 
between student engagement and on-time graduation for students in career academies. 
The two significant findings revealed by the present study—that scores on the 
End-of-Course Tests are positively related to in-time graduation and that STEM students 





districts as they consider the types of academies that can lead to improved graduation 
outcomes. More resources, including high-quality teachers, need to be allocated to STEM 
academies. For the state of Georgia, an additional investment in STEM academies could 
help address the projected labor shortages for STEM jobs. As the STEM fields grow, 
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